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ABSTRACT 
THE IDENTIFICATION OF TEACHING STYLES OF FULL-TIME 
TENURED COMMUNITY COLLEGE FACULTY IN NEW ENGLAND AND 
THEIR IMPACT 
ON THE SUCCESSFUL RETENTION OF BLACK STUDENTS 
FEBRUARY 1993 
GLORIA REMBERT, B.B.A., PACE UNIVERSITY 
M.A., NEW YORK UNIVERSITY 
ED.D., UNIVERSITY OF MASSACHUSETTS 
Directed by: Dr. Harvey B. Scribner 
The purpose of this study was to investigate the 
relationship, if any, between teaching styles of selected 
community college faculty and retention of African- 
American students with comparable learning styles. Other 
questions investigated were: (1) Was there a relationship 
between the match of students* learning styles to teaching 
styles and the student’s expectation for success? (2) Did 
African-American students show a preference for a 
particular context of instruction? The study focused on 
teaching styles of full-time college faculty who teach 
core courses and learning styles of African American 
students enrolled in selected Massachusetts community 
colleges. 
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Two companion instruments were used to gather data. 
They were: (1) The Canfield Instructional Styles Inventory 
(ISI) and (2) The Canfield Learning Styles Inventory 
(LSI). The ISI measured teaching style preferences; the 
LSI assisted in determining the student’s preferred 
learning style. Faculty and student participants in this 
study were asked to complete a questionnaire prepared by 
the writer. The faculty questionnaire consisted of: 
(1) Biographical data and (2) questions concerning the 
faculty’s learning and teaching styles. The student 
questionnaire consisted of: (1) Biographical data, and 
(2) questions concerning students’ perception of classroom 
environment and students* classroom interaction with their 
instructors. 
Assumptions 1, 2, and 5 were not supported by the 
results the study. This study’s findings supported 
Assumptions 3 and 4. According to the results, there 
seemed to be no correlation between learning and teaching 
styles matches and student classroom success. There was 
also no correlation between student expectation for 
success and matches of learning and teaching styles. A 
majority of faculty participants in this study indicated 
their belief that learning was primarily the student’s 
responsibility. While a majority of the faculties’ 
teaching style preferences clustered around a ’’mixed" or 
"pure" conceptual typology, a majority of the students’ 
learning preferences clustered around the "mixed" or 
Vll 
"pure" social typology. Student participants indicated 
minimal "in-class" and "out-of-class" interactions with 
their instructors. 
Faculty participants revealed a preference for 
utilizing reading as a primary method of information 
dissemination; students revealed a desire to obtain new 
information through visual, kenetic, and tactile 
approaches. 
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CHAPTER I 
HISTORICAL DEVELOPMENT OF COMMUNITY COLLEGES 
Historically, the development of junior colleges was 
stormy (Diener, 1986). From their inception, junior 
colleges have struggled for acceptance; since their 
inception, junior colleges have fought for recognition and 
definition. There has been confusion and contradictions 
about the function of community colleges (two-year 
institutions), about who their clientele should be, and 
about what kinds of programs and degrees they should confer. 
Yet, despite its stormy development, community colleges have 
experienced phenomenal growth in the United States. Unlike 
four-year public and private institutions the community 
college’s historical roots cannot be traced to a single 
person or event. These multiple roots of origin help to 
explain much of the confusion around its development; they 
also explain the special and diverse contributions community 
colleges have made to the higher education arena. This 
writer believes that community colleges are in a unique 
place to provide educational opportunities to a diverse 
population of students—diverse in terms of age, sex, 
ethnicity, and abilities. This diversity of students and 
abilities presents faculty at this level with the challenge 
of developing methods and strategies for teaching such a 
diverse population. This challenge presents an opportunity 
to develop a teaching repertoire which addresses the needs 
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of students as well as enhances the professional growth of 
teachers. It is this writer’s contention that Community 
colleges contribute greatly to the higher education arena by 
providing educational access and opportunities to students 
who, for a variety of reasons, may not have entree into 
four-year institutions or who may want to delay their entry 
into four-year colleges. The mandate of community colleges 
in Massachusetts dictate that every student who wants to 
attend college should have the chance to do so. Community 
colleges serve those students who, in many instances, would 
not be served by other educational institutions. 
The Morrill Act of 1862 and early land-grant colleges 
had a profound effect on American higher education. This 
Act made possible the establishment of colleges to train men 
and women in mechanical and agricultural arts. It set forth 
the following basic educational principles: (1) low cost 
college education for the common people; (2) federal support 
of higher education, and (3) a college curriculum which 
provided a nonsectarian, nonclassical education geared to 
the practical vocations and the applied sciences of 
engineering and technology in agriculture and industry 
(Monroe, 1972) . 
The land-grant movement brought a new kind of education 
to the people. It revolutionized the higher education 
curricula through its emphasis on technology, agriculture 
and applied science (Carnegie Commission of Higher 
Education, 1970). These publicly supported universities, 
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given impetus by the Morrill Acts of 1862 and 1890, were 
established in every state. Although many of them were 
teacher-training colleges or agricultural institutes which 
vaguely resembled modern universities of that period, they 
provided a low-cost educational alternative to private 
colleges. 
As the number of programs and courses became more 
diverse, college became more accessible to a wider 
population. People with more diverse goals stimulated the 
development of new programs; newer programs attracted a more 
diverse population (Cohen and Brawer, 1982). Prior to the 
passing of the Morrill Act, American higher education was 
characterized by the classical curriculum from the Middle 
Ages. According to Diener, "...this Act did not completely 
transform the curriculum in an instant, nor did it totally 
obliterate the traditional and classical courses. But the 
seeds of change were planted with vigor. And they grew 
rapidly" (p. 5). 
Another root or source of community college development 
is found in a movement in higher education before 1900, 
which emulated the German university system. This system 
separated the early preparatory years from the later 
rigorous years (Monroe, 1972). According to Monroe (1972) 
and Diener (1986), the leaders of that period who were 
influenced by the German system and who advocated for its 
implementation in America were William Rainey Harper 
(considered the founder of community college system); Henry 
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P. Tappan, president of the University of Michigan from 1852 
to 1863; W. W. Folwell of the University of Minnesota, and 
Edmund J. James of the University of Illinois. Tappan is 
credited with being the first American educator to recommend 
that the first two years of college work be transferred to 
secondary schools. 
Harper, Folwell, and James were all of the opinion 
that the first two years of the university belonged in high 
schools where students were still more adolescent than 
adult. Their opinion evolved from the belief that 
universities should be engaged in work which prepared 
students for the pursuit of scientific study. The efforts 
of these presidents to drop the first two years of the 
university were un-successful, however. Diener offers an 
interesting perspective on why presidents of major four-year 
institutions of the period were so forceful in their support 
of the community college movement. He suggests that their 
fervor was not so much in favor of educating the masses, but 
that their underlying intent was to keep the four-year 
institutions pure. That is, only those who were to become 
scholars in research and the liberal arts would be permitted 
to attend four-year colleges. Students who qualified for 
education at a community college would only dilute the 
four-year systems. Unfortunately, this notion still exists 
today. This writer believes that there is a feeling among 
some four-year college administrators and faculty that 
community college graduates somehow do not "measure up" to 
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students who start out in four-year institutions. This 
notion is, of course, erroneous but the transition of some 
community college students to four-year schools is still 
made difficult because of this notion. Take, for example, 
the Transfer Compact between four-year colleges and 
universities and community colleges within the state of 
Massachusetts. 
This writer knows of one four-year school which 
continues to deny community college transfer students credit 
for a course which is taught at the four-year college by an 
instructor from the community college. This instructor uses 
the same text, teaches the same content, and administers 
basically the same examinations yet his students at the 
four-year college receive credit for the course and his 
students who take the course at the community do not receive 
transfer credit. This example suggests that in some 
four-year colleges there is still a question about the 
quality of teaching and learning which takes place at the 
community college level. 
Henry Barnard, first Commissioner of Education 
(1867-1870) agreed with Tappan’s assertion that there should 
be a distinction between university and college work; there 
was, however, no agreement as to how that distinction would 
be made (Diener, 1986). Barnard was also fascinated by 
European and German approaches to education. His concept of 
superior or special schools which would extend secondary 
education to embrace the first two years of collegiate 
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general education and vocational or professional training 
was truly prophetic of the work of junior colleges to come. 
Barnard advocated five divisions: 
1. The Primary School - kindergarten, ages 3 to 8. 
2. Intermediate School - ages 8 to 14. 
3. Secondary School- ages 12 to 16 (common school). 
4. Superior and Special Schools - continuation of 
secondary school. 
5. Supplementary Schools and Agencies. 
Major historical roots of the founding of public 
community colleges was the upward extension of the high 
school to include college courses. Principles which guided 
public high schools were also the principles which guided 
development of the community college: (1) universal 
opportunity for a free public education for all persons 
without distinction based on social class, family income, 
and ethnic, racial, or religious backgrounds; (2) local 
control and support of free, non-tuition educational 
systems, and (3) a relevant curriculum designed to meet both 
the needs of the individual and those of the nation (Monroe, 
1972; Cross, 1986). The principle that free, public 
secondary education should extend to grades 13 and 14 
dominated the rationale for organizing and extending 
community colleges (Cohen, 1982). The public perceived 
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schooling as an avenue of upward mobility; as a way for 
individuals to contribute to the growth and improvement of 
their community. 
Responses to social forces and beliefs also became the 
impetus from which community colleges were developed (Cross, 
1986). Cook, Hoss and Vargas (1968) suggest that the basis 
for the development of the community college was the 
recognition that: 
1. "Almost all citizens can profit from post- 
high-school education but not all citizens are 
equipped or willing to pursue four years of 
training at traditional academic colleges or 
universities; 
2. many citizens are not financially able to 
leave home or to work in order to pursue 
post-high-school training; and, 
3. the local community as well as its citizens 
can benefit from a college that includes programs 
specifically geared to the community’s economic 
and cultural needs" (p.12). 
Cohen (1982) agreed with Cook, Hoss and Vargas, but 
added the following functions: (1) a need for workers 
trained to operate the nation’s expanding industries; (2) a 
lengthened period of adolescence, which mandated custodial 
care for a longer period of time; and (3) the drive for 
social equality, which was enhanced by opening more schools 
and encouraging more people to attend. 
The cry for community college development came directly 
from the people. Citizens were no longer willing to accept 
the premise that only those born into a certain station in 
life should have the opportunity to be educated. That is, 
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those persons who were born into a certain class, or those 
born into a particular economic status were expected to 
receive an education. 
Community colleges represented an American-built 
opportunity for a variety of citizens to develop, to grow, 
and to learn skills. It was an institution Mof the people, 
by the people, and for the people" (Diener, 1986 p. 17). 
One might question whether Diener*s assertion that people 
and their needs still serve as the driving force for the 
existence of community colleges. With funding for community 
colleges in Massachusetts so intricately tied to politics, 
phrases such as "of the people" and "by the people" now seem 
meaningless. Severe fiscal crises within the state make it 
increasingly more difficult to adequately maintain physical 
facilities, provide diverse programs, and secure and retain 
quality personnel and faculty at the community college. 
Functions of the Community College 
Early in its history when the junior college was 
defined as a shortened version of a regular or four-year 
liberal arts college, its functions were to: (1) provide 
courses which would serve the purpose of supplying young 
citizens with basic general education; (2) offer*the 
opportunity for students to transfer to a senior college; 
and (3) provide guidance and counseling (Diener, 1986; 
Monroe, 1972). As the numbers grew and as its importance 
within the community was acknowledged, other community 
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college functions emerged. As the country became more 
heavily industrialized, and as business and commerce 
expanded, the need for trained technicians, accountants, and 
clerical personnel increased rapidly. By the 1930’s, the 
job-training function became an important mission of 
community colleges (Diener, 1986; Monroe, 1972). 
The community college concept also served the "second 
chance" function. Students who attended four-year schools 
and were unsuccessful there could get a second chance at a 
community college; and those who never had the chance to go 
to a four-year institution could now go to a community 
college. This second-chance function was also important to 
the student whose high school performance was lacking; the 
community college presented that student with another 
opportunity to improve academically and thereby gain 
employment skills or continue his/her education. 
After World War II, society demanded greater access to 
higher education for all citizens, greater opportunity for 
technical and job skill training, greater availability of 
programs and services for adults, not just for youth. 
Because of these demands, community colleges had to expand 
the scope of their functions (Diener, 1986). Open access 
policies resulted in increased numbers as well as the 
variety of students enrolling in higher education 
(Richardson, 1985). 
The open door—greater access—and services to women, 
African-Americans, Hispanics, working men and women became a 
10 
reality. With the dawning of a post World War II open-door 
philosophy, community colleges (two-year institutions) 
attracted a wide range of human talent. Included in this 
population were those individuals who aspired to higher 
education but who lacked appropriate academic preparation 
for college success (Diener, 1986). Because two-year 
colleges made higher education accessible to a wider range 
of educational abilities, developmental education became an 
added function of its mission. 
It was during the post war period that community 
colleges abandoned the traditional stance in higher 
education that quality was defined by the numbers of 
individuals denied admission, or by rates of failures among 
those admitted. The concept of "adding value—taking the 
learner where he or she is and providing tangible academic 
success—became a mission, a hallmark of the two-year 
community college movement" (Diener, 1986, p. 9). The 
community college which sought to add something to the lives 
of those who came into contact with it became the dominant 
community college model. 
Monroe (1972) proposed the following functions: 
citizenship function; the salvage function—giving aid to 
low-level students, guiding the unmotivated but 
intellectually able student; the screening function; the 
goal-finding function; custodial function-hanging on to 
students hoping they will catch fire; and co-curricula or 
student-activity function. 
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From their beginnings as single purpose institutions, 
public, two-year community colleges have emerged as 
institutions having a wide range of purposes and programs 
and with a more comprehensive curricula. Its clientele 
expanded to include sons and daughters of the poor, the 
disadvantaged and people of color. In this writer’s 
opinion, African-American students have yet to realize fully 
what it means to be included (in practice) in the life of 
the community college. There appears to be a great deal of 
conversation about the educational deficiencies of 
African-American students, but little process about moving 
them along so that they can experience success. 
Definitions of Community Colleges 
Literature related to community college movement is 
filled with definitions and explanations of what the 
institution is, was, or should be. Cook, Hoss and Vargas 
(1968) describe the junior college as " a commuter 
institution where the majority of students live at home and 
commute to school. The junior college is characterized by 
an "open-door" admissions policy" (p.13). Monroe (1972) 
offers a more global definition of community colleges when 
he says that, 
A community college is the fulfillment 
of the American promise to its citizens for 
universal education. It offers two years of 
education beyond high school at a comparatively 
low cost to the student, but not necessarily 
low cost to the public (p. 25). 
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In discussing the community college and striving to 
come up with a comprehensive definition, Harlacher (1970) 
contends that: 
the community college connotes an institution 
that has developed beyond an isolated entity 
into an institution seeking full partnership 
with its community. In the process, the college 
becomes for its district community a cultural 
center, a focal point of intellectual life, 
a source of solidarity, and a fount of local pride. 
This definition suggests that community colleges can be all 
things to people in the community of which they are a part. 
The community which surrounds the community college can 
also impose restrictions or limitations. This writer 
believes that aside from these limitations, the public, 
two-year community college can be in educational partnership 
with the community; it can be a place where adults and 
recent high school graduates or equivalents can find and 
participate in quality education of an academic and/or 
vocational nature. 
Inherent in Harlacher*s definition is the opportunity 
to eliminate those characteristics in the definition which 
are not being met by the community college and still 
maintain "community" in the name. Masley (1949) offers a 
more straightforward definition when he asserts that ’’The 
community college is an educational institution designed 
(underscore mine) to serve the needs of the community and 
its individual citizens of every age and walk of life’’ (p. 
75). Just as one could opt to exclude certain aspects of 
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Harlacher’s definition, one is at liberty with Masley’s 
definition to include those qualities necessary to address 
the needs of the community which the two-year college seeks 
to serve. 
This characteristic of being able to be flexible in its 
regard to students has long been a hallmark of community 
colleges. It is this writer’s belief that where students of 
color are concerned, the extent to which administrators and 
faculty at the community college are willing to go 
(practice) to assure student success appears negligible. 
In yet another definition, Kempfer (1950) maintains 
that the community college is essentially a comprehensive 
program of educational activities rather than an 
institution. He suggests that activities set up by 
community colleges are people directed as opposed to system 
directed. The needs of students direct which activities 
will remain in any given program. Palinchak (1973) offers a 
definition which speaks to the spirit by which community 
colleges were developed. He believes that, 
the community college is a direct manifestation 
of public will and it owes its allegiance to 
citizens and taxpayers in that community. It 
attempts to fill an educational void not filled by 
other institutions and, in so doing, becomes a 
social agency with an open door to further the 
democratization of society (p.3). 
No matter which definition one chooses, the fact that 
they are different and can be edited is reflective of an 
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important characteristic of community colleges; that is, 
broadness of definition and, therefore, flexibility. 
That community colleges choose to define themselves 
dynamically in terms of the specific area in which they 
reside is a credit to them. Flexibility of definition 
allows community colleges, more than other educational 
institutions, to seek new and creative ways to directly 
address the needs of people in their surrounding 
communities. Flexibility of definition permits community 
colleges the opportunity to continually change and update 
their programs and offerings because of the community, not 
in spite of it. They are not limited by a narrow definition 
of mission, nor are they encumbered by academic tradition. 
This writer suggests that community colleges be defined 
as accessible community places where a diverse body of 
students are guided and nurtured and encouraged by an 
ethnically diverse administration, faculty, and staff. 
Further, they should be places where the interactions 
between students and faculty should result in accrued 
knowledge of self and of others as well as course 
content—everyone should walk away from the interaction with 
a better sense of who he/she is and with additional 
information about those with whom he/she has interacted 
(Palmer, 1990). Each individual should have an awareness of 
the skills and abilities he/she brings to the interaction. 
Additionally, course content should not be taught at the 
expense of the student’s self esteem. No student should 
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feel a sense of worthlessness as a result of the learning 
process at the community college level. 
The importance of community colleges in the lives of 
community members has been rightly earned. In all its 
uniqueness, it best typifies the environment in which most 
members of a community can acquire the knowledge or 
information which they need and want. To many in the 
community, accessibility, and flexibility make the community 
college more attractive than other educational institutions. 
In Massachusetts, the community college system was 
initiated by Chapter 605 of the Acts of 1958 which 
established the Board of Regional Community Colleges. The 
Massachusetts Board of Regional Community Colleges (MBRCC) 
was authorized by this Act to "determine the need for 
education in the community and junior college level as well 
as to develop and to execute an overall plan to meet this 
need by establishing and maintaining regional community 
colleges at appropriate locations throughout the 
Commonwealth" ( MBRCC Pamphlet, p.l). From 1958 to 1973, 
fifteen community colleges were established, making the 
community college system the fastest growing segment of 
higher education in the Commonwealth of Massachusetts. 
Locally, Foster Furcolo is considered the father of 
community colleges in Massachusetts. 
Although community colleges experienced rapid expansion 
and growth in the United States, their populations did not 
reflect the participation of African Americans. It was not 
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until the late 1960’s and early 1970*s that legislation 
(motivated by the Civil Rights Movement) mandated that those 
who had been denied access to higher education be given an 
opportunity to acquire an education and/or learn a skill 
(Wilson and Justiz, 1988). It appeared that some community 
colleges were not ready or willing to accept African 
American students onto their campuses. That unwillingness 
was often manifested in negative and inappropriate classroom 
behaviors by faculty, and insensitive and inconsiderate 
policies by college administrators. These policies and 
attitudes did not promote or foster African American student 
success. 
This writer believes that among inappropriate classroom 
behaviors by faculty are behaviors which promote isolation 
and alienation of African American students. Asking an 
African American student to be "expert" on the race or some 
aspect of it when other students (white) are not required to 
be such an expert is another example of an inappropriate 
faculty behavior. Pemberton (1988) suggests that when an 
instructor does this, the material about African Americans 
is devalued because the instructor does not verify or 
confirm the answers. African American students have their 
very essences negated by teachers who mistakenly identify 
them for some other African American student. This 
seemingly effortless attempt to learn the names of African 
American students demonstrates behavior which signals 
students that they are not valued as individuals. (This 
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writer can also attest to this ’’mistaken identity” when mail 
is mistakenly directed to me and not to the only other 
African American instructor on campus.) 
Failure to recognize a student when his/her hand is 
raised, for example, may send the message that the student’s 
opinion is not considered as valuable as that of other 
students (Pemberton, 1988). Denise Janha (1986) from the 
Center for Improving Teaching Effectiveness reporting at a 
workshop designed to help faculty explore their race-related 
assumptions and practices suggests that negative or 
discouraging teacher behaviors toward Black students include 
the following: 
1. Ignoring black students by avoiding eye 
contact, by not acknowledging comments, or by 
not calling on them directly. 
2. Using a voice tone or facial expression that 
express disbelief or surprise when a black 
student responds correctly or makes an academic 
accomplishment. 
3. Interrupting Black students more when they do 
respond and not helping them to probe further 
with their responses. 
4. Making comments which imply that Blacks are 
not as competent as whites or presume that Blacks 
cannot be in charge 
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5. Asking a Black student for an opinion on an 
issue related to ethnicity as if the Black 
student is a spokesman (spokesperson) for all 
Blacks. 
6. Offering little guidance an criticism of the 
work Black student produce. 
7. Ignoring the cultural contributions of Blacks 
and using examples in such a was as to reinforce 
a stereotyped and negative view of Blacks. 
8. Reacting to comments or questions articulated 
in a Black language style as if they are 
inherently of less value. 
Teacher attitude about students also send a message 
about whether or not the teacher has confidence in the 
student’s ability. A teacher’s attitude about the teaching 
profession, about a particular course content, and about 
particular students may also result in classroom behaviors 
which are inappropriate and counterproductive to a student’s 
ability to experience success in the classroom. Teacher 
assumptions about a student’s potential abilities 
(Pemberton, 1988; Blake, 1985) or about student motivation 
may also account for negative classroom teacher behavior. 
Edmonds (1971) reports findings from a study conducted in 
New York City to identify characteristics of institutionally 
effective schools. He suggests that high expectations for 
all students was a key characteristic which accounted for 
successful schools. Rather than setting high and attainable 
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goals for students to reach, some teachers prefer to expect 
less of their students—less is usually what teachers get 
(Cross, 1987 ) . 
Students of color may also be isolated from by a 
teacher’s unwillingness to engage them in conversation 
outside the classroom. This out-of-classroom teacher 
behavior may be interpreted by African American students as 
an indication that they (students) do not merit the same 
effort as other students in the class (Pemberton, 1988). 
This student perception will often manifest itself as low 
self esteem which may result in poor classroom performance 
(Edmonds, 1979). Finally, teacher beliefs (stereotypes) 
about what African American students can or cannot do 
academically may cause teachers to behave in ways which 
reinforces stereotypes rather than erase them. For example, 
a teacher who consistently grades the work of African 
American students differently because his/her belief is that 
African American students are incapable of excellence 
reinforces that notion for him or herself (Hilliard, 1989). 
Sadly, over time this notion may also become the belief of 
■ 
the student (Pemberton, 1985; DeBoer, 1985). Teacher 
attitudes, assumptions and beliefs about African American 
students cause some teachers to exhibit behaviors (both 
inside and outside the classroom) which tend more often than 
not to isolate students of color in the academic setting 
(Beckham, 1987-88; Pemberton, 1988). 
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This writer contends that the feeling of isolation, 
when it becomes the norm for students, will manifest itself 
in the academic behavior of withdrawal from classroom 
activities, and more importantly, from the institution 
itself. Isolating behaviors such as those mentioned above 
can cause students to feel negative about themselves and 
about their ability to perform in school. Their self-esteem 
can be damaged. Asking for and expecting that students will 
perform at an acceptable level when they are operating from 
a deficit level resulting from negative teacher behavior is 
unfair. 
This writer also believes that because African American 
students* participation in higher education had to be 
legislated, it was almost a certainty that problems would 
arise. Nationally, a shift in the political climate has 
brought about a decline in commitment to affirmative action 
and other programs aimed at making higher education more 
accessible to people of color (Fiske, 1987; Taylor, 1986; 
Staples, 1986). Minority participation in higher education 
has been seriously compromised due to this lack of 
commitment to equal opportunity and equal access (Wilson and 
Justiz, 1987/88; Orfield and Paul, 1988). Such noncommittal 
attitudes have trickled down and permeated the practices 
within many institutions of higher education at the state 
and local levels. 
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Introduction 
Several years ago this writer attended graduation 
ceremonies of the largest graduating class in one of the 
state’s community colleges—some 800 plus. Prior to 
graduation day, there had been much talk about this "largest 
class ever!” On graduation day, this writer made her way to 
the front of the faculty lineup to assure herself a seat in 
the front row for the ceremonies. She wanted to be there, 
visible, to all those African American students she was sure 
would pass before her on that day. The excitement of 
participating in this historic occasion soon disappeared, 
for only two Black students walked across the platform to 
receive their associates degrees. "Something is wrong!" she 
remembers muttering to herself. "Where are all the 
African-American students?" She knew they were there; she 
had seen them during orientation." 
While sitting there, she could only speculate about the 
African-American students who had been admitted to the 
college and who should now be graduating. She knew that 
something was wrong; something had happened to the students 
of color. Being concerned, she went to the Registrar to get 
the numbers of African American students admitted to the 
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college two years prior. As expected, there were more than 
two Black students admitted two years earlier, but their 
track records were abysmal. Some had not yet completed 
requirements toward graduation (they were not on the 
two-year schedule); some had been administratively 
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dismissed; and yet others had simply walked away without 
going through the withdrawal process. From that point on, 
this writer made periodic trips to the Registrar’s office to 
check the numbers. Time after time, it was borne out that 
African-American students were admitted, but few got the 
opportunity to walk across the platform at graduation to 
receive their degree. 
Statement of the Problem 
Increasing numbers of African American students are 
leaving Massachusetts community colleges before they 
complete their degree requirements. A good number of 
students who apply to and are accepted into community 
colleges are first generation college students. After 
having taught at a community college for the past 15 years, 
this writer has observed that African American students on 
community college campuses in Massachusetts (predominantly 
white campuses) often experience isolation, loneliness and 
sometimes hostility from an environment which seldom seeks 
to understand them (Taylor, 1986; Pemberton, 1988; Palmer, 
1990; Kolodny, 1991). 
More specifically, the disparity between the way 
African American students prefer to learn and the way 
community college teachers prefer to teach often results in 
frustration and a sense of incompetence for African American 
students. There is a difference, not merely in whether or 
not a student or teacher is basically a visual or kinetic 
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learner, but that there is difference in style—attitudes, 
perceptions, beliefs, motivation, and teaching and learning 
strategies. 
In addition to the normal problems of adjustment, 
African American students are faced with trying to survive 
in institutions where faculty, staff and administrators 
sometimes perceive them as uneducable, and unworthy of time 
and effort (Anderson, 1988; Edmonds, 1971; Pemberton, 1988; 
Becham, 1987-88). The approaches used to assist African 
American students in developing their potential are the same 
approaches used to teach white students (Stikes, 1984). 
African American students who did not historically 
participate in higher education began to enroll in 
increasing numbers at the community college. Increased 
college costs and the unavailability of financial aid have 
resulted in African-American students and others beginning 
their education at a community college. Because many 
African Americans are first generation college students, 
transition into this new arena has been difficult (Anderson, 
1988; Sedlacek, 1985). 
In addition to being burdened with the overall concerns 
of college student status, African American students are 
often victims of a major social problem called M racism." In 
addition to the visible difference, deep rooted negative 
stereotypes that permeate the society often cause many 
faculty and administrators to make assumptions about the 
abilities of African American students, even before they 
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reach the classroom. (Anderson, 1988; Lee, 1986; McNairy, 
1988; Pemberton,1988). Jones and Watson (1990) maintain 
that self esteem and classroom performance of African 
American students are often affected by negative attitudes 
of teachers. 
Attitudes and behaviors of the school system as well as 
insensitive and unknowledgeable administrators, counselors 
and faculty make the transition to college life more 
difficult and less satisfying for many African American 
students (Edmonds, 1971; McGhee, 1987; Lewis, 1986). For 
some African American students, this transition produces 
frustration, pain and loneliness that stems from a belief 
that few experience or understand their plight (Bennett, 
1979; Nix, 1986). The picture of retention for these 
students at the two-year college levels is often dismal. 
Rendon and Nora (1988) suggest that "Retention has come to 
be a euphemism for academic double standards” (p. 82). 
They wonder, for example, why (despite the "open door 
policy", and despite a variety of programs designed to make 
education accessible to everyone) African Americans (and 
Hispanics) continue to drop out of college? 
For decades community colleges enjoyed increased 
enrollments—steady streams of students from high schools; 
returning World War II and Viet Nam veterans; 
first-generation college students, returning housewives; and 
workers from business who wanted to update their skills. A 
relatively stable economy assured that financial aid 
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packages were available for students who needed assistance. 
In recent years, however, community college administrators 
and faculty have become concerned about the potential 
decline in enrollments at this level. Their concern is 
based on a reduction in the traditional sources of new 
students; changing community demographics and economics; 
changing student needs; and increasing competition in the 
market place (Lettman, 1986; Wilson and Justiz, 1987/88). 
As of this writing, some colleges are still experiencing 
increases. 
In the last decade, college officials have begun to 
place greater emphasis on retention efforts for students of 
color. Not only are enrollments declining at some 
institutions, but the students are different--there is 
ethnic diversity—(Blacks, Hispanics, Asian Americans, and 
Native Americans). For example, in Holyoke, Massachusetts, 
53 percent of the secondary school population is Hispanic 
(George Counter, Superintendent of Schools, City of 
Holyoke). These new populations have challenged community 
college administrators to ensure student success. 
Because populations for community colleges no longer 
come from traditional high school graduates, colleges will 
be faced with the dilemma of attracting new populations or 
accepting the challenge of retaining students who are 
already on campus (Change Magazine, 1990; Estrada, 1988; 
Blake, 1985 ) . 
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Currently, declining enrollments and budget constraints 
have motivated some administrators to re-assess their 
institutions’ ability to retain students. Fiscally, it is 
more expensive for an institution to spend additional monies 
competing with other institutions for an already evaporating 
pool of students than it is to utilize internal resources to 
retain students currently on campus (Webb, 1987). (For 
example, it costs approximately $500 to admit a student to a 
community college.) Opp (1986) concurs, but adds that the 
image of the institution among policy makers, potential 
students, and the general public is enhanced when colleges 
develop programs and intervention strategies to hold on to 
their students. It is this writer’s contention that 
retaining African-American students at community colleges 
will continue to be a challenge for administrators and 
faculty. Indeed, the future of some colleges may depend 
upon their ability to attract, recruit and retain African 
American students as well as other students of color 
(Estrada, 1988). Willie (1987) asserts that institutions 
need to include African Americans as well as other diverse 
p 
groups on their campuses—the diversity which these students 
bring will make schools better places of learning. In light 
of declining enrollments at some colleges and universities, 
Willie maintains that diversity and inclusiveness may well 
be the salvation of some institutions. In my opinion, the 
current philosophies, policies and practices put the burden 
i 
of student success on the student alone. In discussing 
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teaching and learning, K. Patricia Cross (1990) suggests 
that teachers’ actions should be analogous to the actions of 
farmers when she says, 
Their (farmers) attention is concentrated on 
understanding the nature of things they are trying to 
grow. Some plants are draught resistant; others 
require irrigation. Some plants require one kind of 
fertilizer; others something else. ...farmers’ actions 
are determined by the needs and nature of their crops. 
Teachers’ actions are determined more by the predi¬ 
lections, personalities and perceptions of the teacher 
than by the needs of the students. 
We (teachers) don’t often observe whether the seeds we 
plant take root. We can’t detect wilt. And even when 
we see the beginning signs of boredom or disengagement, 
we don’t take immediate steps to treat it because we 
assume that it is the nature of the plant 
to wilt—or more often, perhaps, because we don’t know 
how to treat wilt, or don’t have time. 
Nationally, the dropout rate for students at the 
two-year level is disappointing. Forty-six percent of those 
students who start two-year, public community colleges will 
not attend their sophomore year (Noel/Levitz, 1988). 
African-Americans enrolled in higher education have 
continued to decline in the past thirteen years (Fiske, 
1987; Richardson, 1985; Orfield and Paul 1988). 
While the percentage of Blacks who complete high school 
has steadily increased since 1970, the percentage who go on 
to college has declined since 1980 (Anderson, 1988; Wilson 
and Justiz, 1987/88). In 1976, for example, 
African-Americans represented 9.4 percent of the higher 
education population, but in 1986 that number had declined 
to 8.4 percent (Connection, 1988). With the reality that 
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African-Americans are coming to two-year colleges in fewer 
numbers (Fiske, 1987) and with the possibility that such a 
high percentage of students will leave the community 
college, it is imperative that issues which account for 
attrition at this level be addressed. 
Given the above statistics, it is the contention of 
this investigator that administrators and faculty at 
two-year colleges should make every effort to put into place 
strategies which will address the social and academic needs 
of African-American students in order to ensure their 
classroom success. Given that students spend the majority 
of their college time in the classroom, it would seem that 
the classroom would be a logical place to begin 
investigation into the classroom learning styles of 
African-American students and the teaching styles of 
community college faculty. Crist (1988); Palmer (1990) and 
Shelby (1985) maintain that no matter what changes are made 
in the educational system, it is the teacher who will make 
the greatest difference in the lives of students. 
Fleming (presentation at 1988 Noel/Levitz Conference on 
Student Retention, Boston) concurs when she indicates that 
for Black students in predominantly white schools, the 
classroom interaction with student and teacher is the key to 
student success. It is important, therefore, to investigate 
the classroom where teacher and students interact with each 
other and where students react to situations created by 
teachers. The following questions might prove helpful in 
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guiding this investigation: What are the classroom 
dynamics between teacher and student? What constitutes a 
’’successful” teacher? Why are African American students 
more successful academically in some classes and not so 
successful in others? 
That African American students often fail to achieve 
their educational goals in higher education is not 
surprising to this writer. They may enter a system with 
expectations of developing their capabilities and 
subsequently encounter a system (environment/climate) with 
barriers to that development (Babbit, et. al., 1975; 
Edmonds, 1971; Fleming, 1984 and 1988; Pemberton, 1988). 
The current system was not originally designed with students 
of color in mind (Diener, 1988). African-Americans and 
other students of color became students on community college 
campuses when the post World War society demanded greater 
access to higher education for all citizens (Diener, 1986). 
This writer maintains that the cry which came to develop 
community colleges certainly came ’’from the people,” and it 
was a system set up "by the people,” but it was by no means 
"for all the people." 
This writer believes that there are administrators who 
have not committed the institution to embracing the assets 
of diversity which Black students bring with them; there are 
faculty and staff who lack the ability or the inclination to 
learn the stories of Black students (Palmer, 1990); there 
are strategies (i.e. mandatory assessment) which label and 
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track them; and there is a curriculum which, for the most 
part, does not include them (Wilson and Justiz, 1988). 
These circumstances seem to promote attrition. It is the 
contention of this writer that community college 
administrators and faculty would make great strides toward 
lessening the attrition rates of African-American students 
by: (1) developing or making available training programs 
for staff and faculty to help them become more sensitized to 
the social and educational needs of African-American 
students (Pemberton, 1988); (2) hiring a more ethnically 
diverse faculty so that all students will have the 
opportunity to learn from and interact with representatives 
from their own as well as from other groups (Richardson, 
1985; Taylor, 1986) and (3) develop and maintain curricula 
which embraces the lifestyles and contributions of ethnic 
groups along with those of white and European Americans 
(Katz, 1989). McNairy (1988) concurs. She further suggests 
that the heart of any retention effort lies in institutional 
change where faculty and students are provided with 
opportunities to address their ignorance of the culture and 
contributions of culturally diverse groups. 
Purpose of the Study 
The purpose of this study is to: (1) ascertain the 
teaching styles (strategies) of full-time, tenured community 
college teachers who teach core courses in which 
African-American students are enrolled; and (2) investigate 
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the learning styles of African American students in certain 
core courses. More specifically, this study will attempt to 
answer the following questions: (1) What teaching styles 
characterize community college faculty who teach core 
courses in this study? (2) Do full-time, tenured community 
college faculty who teach core courses utilize diverse 
teaching styles and is there a match between teacher and 
learner? (3) Is there a correlation between the teaching 
styles (strategies) of community college faculty and the 
anticipated completion of classes by Black students? (4) 
Are the specific classroom styles (strategies) utilized 
those that best promote Black student success? (5) How do 
African American students perceive the classroom teaching of 
community college faculty? 
Definition of Terms 
Teaching Style: 
The characteristic way a teacher goes 
about his or her work may be regarded 
as a teaching style. A teaching style 
is a matter of both one’s natural bent 
and consciously developed attitudes and 
actions (Eble, 1988). 
Learning Style: 
Characteristic ways of responding in 
learning situations (Gordon—Interview 
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with Rabianski-Carrivolo, 1989). 
Rothschild et. al (1990) suggest that 
learners approach problems with 
different methods of solution; they 
construct relationships in distinctive 
patterns; they process information in 
different but personally consistent 
ways. 
Retention: 
The degree to which students maintain 
their enrollment in a program of work 
from beginning to specified end. 
Cultural System: 
A pattern of beliefs and values that 
defines a way of life and the world in 
which people act, judge, decide, and 
solve problems (Matthews, 1973). 
Cognitive Style: 
Dropout: 
A general preference for a mode(s) of 
operation which incorporates certain 
culturally specified dimensions and 
which generalize to other styles 
(Anderson, 1988). 
"A student who withdraws from an 
institution for one year or more and 
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has not completed his or her formally 
declared program of study” (Bean, 1986, 
p. 4). 
Attrition: 
Attrition refers to the number of 
students who leave a class or who 
do not successfully complete course 
requirements. The percentage of 
students who leave a course, a 
curriculum, or an institution without 
completing their degree requirements. 
African American: 
Individuals living in America who are 
of African descent. 
Community College: 
A two-year educational institution 
which offers transfer, career, and 
certificate programs to citizens 
of the community which surrounds it. 
Junior College: 
In some, areas of the country, this 
term is used synonymously with the term 
community college. 
Model of Teaching: 
”A plan or pattern that we use to 
design face to face teaching in 
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classroom or tutorial settings and 
to shape instructional materials 
(Joyce & Weil) 
Limitations 
To view the contents of this dissertation in an 
appropriate light, the following limitations will 
exist: 
1. The sample of faculty and students in this 
study is not representative of all faculty 
and students in Massachusetts public community 
colleges. 
2. This investigation will be limited to three 
community colleges in Massachusetts. 
3. The study will be limited to tenured, full-time 
Massachusetts Community College faculty who teach 
core courses—that is, those courses which are 
required for all students receiving the two-year 
associates degree. 
4. The student population in this study will by 
design be exclusively African American. 
Basic Assumptions 
The following assumptions are to serve as guiding 
statements for this study: 
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1. There will be a correlation between student 
success and the degree to which there is a 
match between teaching and learning styles. 
2. Student expectation for success within the 
classroom will be directly related to the 
degree to which there is a match between 
teaching and learning styles. 
3. African American students will show a 
preference for peer, instructor context of 
instruction. 
4. African American students will show a 
preference for Iconic (interpreting 
illustrations, movies, slides, graphs 
Canfield, 1988); and Direct Experience 
(hands-on) as manner of obtaining new 
information. 
5. African-American student retention will be 
significantly related to the extent to which 
teaching styles and learning styles in their 
experiences are compatible. 
Need for and Significance of the Study 
Community colleges were created with a mandate to 
provide access to education, and thereby upward mobility, 
for those who had been previously denied it—women, the 
poor, Blacks, Hispanics, and other minorities (Diener, 
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1986) . It is this writer’s opinion that what started out as 
a vehicle to economic freedom for so many diverse groups is 
fast becoming a revolving door for many African American 
students. For too many, the open door is a myth. 
Nationally, the numbers of Black students who graduate 
from two-year colleges is on the decline. Patterns of Black 
student enrollments waxed and waned. In the 1970’s, higher 
education enjoyed growth among minority students (Fiske, 
1987) . In 1976, for example, there were 1,691,000 minority 
students enrolled in two-and four-year colleges. In 1981, 
Black student enrollment peaked with 1,133,000 students. 
This growth trend reversed itself in the mid 80’s (Fiske, 
1987). According to the U. S. Census Bureau (1989), Black 
student enrollment was down to 1,049,000 students by 1985. 
As a follow-up on the issue of retention/dropout 
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(waxing and waning of enrollments), Tinto (1987); Astin 
(1982); and Sedlacek (1985) have reported that students 
leave higher education for varied reasons. More 
specifically, students "at risk" of discontinuing their 
education at community colleges are found most often in one 
or more of the following categories: (a) freshmen and other 
students new to the school; (b) students with poor academic 
preparation; and (c) students with a history of having 
dropped out of other institutions (Ellison, Green, Smith, 
1971; Noel and Levitz, 1988). Lettman (1986) adds to the 
list of community college students most likely to drop out: 
students with unclear educational and career goals. Astin 
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(1982) added to the potential dropout list the following 
reasons for students leaving the community college: (a) 
boredom with classes, (b) financial aid difficulties; (c) 
dissatisfaction with requirements and regulations; and (d) 
change in career. Astin maintains that those who drop out 
of college, are more likely to report dissatisfaction with 
the college as their reason for leaving. Wilson and Justiz 
(1987/88) assert that students of color leave higher 
education because of (1) limited finances, (2) racism, (3) a 
hostile environment; (4) academic difficulties and (5) lack 
of a relevant curriculum. 
For many African American students, their high school 
experiences often did not prepare them with study skills and 
the academic preparation necessary for college success. 
Likewise, negative social and academic environments 
encountered by African-American students in high school are 
often extended to the community college where the climate 
for growth and development is often an unsafe and hostile 
one (McNairy, 1988; Noel/Levitz, 1988). 
Future demographic changes will cause the faces on 
community colleges in Massachusetts to change i.e. there 
will be more faces of color. The pool of students from 
which Massachusetts community colleges will have to choose 
is changing. High school graduating classes no longer serve 
as exclusive recruiting arenas for community colleges. It 
has been this writer’s observation that in addition to 
students who come from area high schools, community college 
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freshmen classes are comprised of area business men and 
women who desire to upgrade their skills or acquire new 
ones; women returning to complete their education after 
having raised their families; and retired men and women who 
want to add quality to their retirement by taking classes of 
interest. 
As reported in Change, the AACJC (American Association 
of Community and Junior Colleges) reports that more than 
half of today’s college students are older than the 
traditional age. Because of the changing demographics, many 
of these individuals will be people of color. Addressing 
these demographic changes will make it necessary to not only 
think about what is taught but also about who is taught 
(Kolodny, 1991). 
The United States Department of Education statistics 
s 
report (1988) reveal that by the year 2000 there will be 
from 36 to 78 percent ethnic and cultural minorities in 
undergraduate education. Although these percentages do not 
reflect the number of African American students who will 
participate in undergraduate education, this writer assumes 
that the current numbers will increase significantly. If 
so, predictions of increased numbers will have serious 
implications for classrooms. 
According to the Carnegie Commission on Higher 
Education, by the year 2000, forty to forty-five percent of 
all students in higher education will be enrolled in 
community colleges. The Massachusetts Regents Annual Report 
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(1987) stated that African American and Hispanic students 
were concentrated at the community colleges. Of the Black 
students enrolled in universities, state colleges and 
community colleges in Massachusetts, 50 percent were 
enrolled in community colleges. Community colleges will be 
given the responsibility of providing educational programs 
for a large portion of students enrolled in higher 
education. Increasing college costs at the state college 
and university levels will account for larger numbers of 
minority students enrolling in community colleges. If 
African American students are to experience success, 
community college administrators and faculty must prepare to 
address their educational, social and emotional needs as 
well as to accept and embrace the diversity which these 
students will bring with them. For many individuals, their 
only avenue to obtaining an education may rest at the door 
of a community college. 
During the years of this study, the state of 
Massachusetts is experiencing fiscal crisis. We are told 
through press releases that virtually no agency or 
department will be untouched by the effects of the current 
dwindling available resources. 
Finally, the significance of this study is to explore 
one step—the match between the teaching styles of faculty 
and the learning styles of Black students in the community 
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college environment with the hope that as a result of this 
study strategies may be developed which will be used to help 
African American students become more successful in the 
classroom. 
CHAPTER II 
REVIEW OF THE LITERATURE 
Models of Teaching 
Terms such as models, modes, and methods are used 
interchangeably in the literature discussions about 
teaching and information dissemination. Joyce and Weil 
(1986); Fenstermacher and Soltis (1987) and Mosston and 
Ashworth (1990) all present models or approaches to 
teaching. Although structurally different, the models 
present basically the same premise: that in order to be 
effective, teachers need to utilize a combination of 
approaches to teaching and learning. 
As defined by Joyce and Weil (1986), a model of 
teaching suggests a plan or a pattern which teachers use to 
design face-to-face teaching in classrooms or tutorial 
settings. Their models discuss the "how" of teaching. 
Within these models there are particular strategies 
(families) which are used to disseminate information and 
achieve the goal of the model. Each family is intended to 
speak to a particular aspect of the total student--the 
intellectual, the personal, and the social. 
« 
Four-Family Model (Joyce and Weil) 
Joyce and Weil’s four families of models include: (1) 
The Information Processing Family where students learn how 
to think effectively using such strategies as concept 
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attainment or inductive thinking; (2) The Personal Family 
where students learn about themselves and their ability to 
assume responsibility for their future; (3) The Social 
Family uses strategies such as role playing and inquiry to 
teach students how to inquire into and explore various 
perspectives of social problems; and (4) The Behavioral 
Systems Family uses behavior modification to determine how 
individuals approach and work through problems. 
Fundamental to this model is that teaching is governed by a 
single process: decision making. 
Joyce and Weil suggest that teaching should take a 
holistic view of the individual, and that no one model 
should be used as an approach in education. In order for 
students to continue to grow, their social, personal and 
informational needs must be addressed. To focus on one 
model of teaching is to stagnate student growth (Palmer, 
1990; Baker, 1990; Bess, 1990). Teachers whose aim is to 
reach and teach to the total individual need to master 
several teaching strategies. By developing a repertoire of 
teaching strategies, the teachers* ability to deal with 
specific kinds of learning problems will be increased 
(Palmer, 1990; Claxton, 1990). Those teachers, suggests 
Joyce and Weil, who possess an expanded repertoire of 
teaching strategies from the prescribed Family Models tend 
to be more flexible. This flexibility allows for the 
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teacher’s personal growth in learning and increases the 
likelihood that students will adapt to a strategy or to a 
combination of strategies. 
Spectrum of Teaching Styles (Mosston and Ashworth) 
Decision making by students and teachers also governed 
the development of another model, the Spectrum of Teaching 
Styles by Mosston and Ashworth (1990). This spectrum 
prescribes the "how to" of teaching. How teachers prepare 
for a given lesson or activity is the direct result of 
decisions which are derived at after posing specific 
questions about students, classroom environment, course 
content. Mosston and Ashworth further suggest that there 
are universal patterns which reflect the decisions that 
teachers make about their students, the classroom, and 
course content. These patterns are called teaching styles. 
Mosston and Ashworth’s work was as a response to their 
perceived notion that education in general, and teaching in 
particular was fragmented. This fragmentation often 
resulted in conflicting schools of thought about 
educational theory and teaching strategies. Their work, 
which resulted in the Spectrum of Teaching Styles, 
attempted to provide a conceptual framework for these 
different schools of thought about teaching. The Spectrum 
is based on the premise that teaching is governed by 
decision making—decisions of teachers and students. 
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Teachers and students are decision makers about how 
information is to be disseminated and about how learning is 
to take place. An overview of the Spectrum of Teaching 
Styles reveals that there are six components to the 
structure (see figure 1): (1) The Axiom which states that 
what a teacher does in the classroom or a learning 
situation is the result of sets of decisions; (2) the 
Anatomy of Style posits that there are three categories of 
decisions--decisions which are made prior to the teaching- 
learning transaction; decisions which are related to the 
teaching-learning transaction; and decisions which are made 
about the outcome (evaluation); (3) the Decision Makers are 
both teachers and student; (4) The Spectrum consists of 
eleven styles which are so named depending on who (teacher 
or student) makes which decision; (5) these eleven styles 
are clustered into two major groups reflective of the human 
capacity to (a) draw on known knowledge and (b) to venture 
into the unknown; (6) the developmental effects of each of 
the styles affects the learner in unique ways. The 
implementation of either of the styles will assist with the 
development of the physical, social, emotional, cognitive 
or moral aspect of the learner. 
The styles which represent the essence of the spectrum 
ranges from A-K. Style A represents the teacher-centered 
approach where all decisions about what is learned and how 
it is to be learned are made by the teacher. In teaching 
Style K, students make all decisions about what is learned, 
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how it is to be learned, and whether or not it was learned. 
Along this continuum of styles presented by Mosston and 
Ashworth, students and teachers are afforded the 
opportunity and responsibility of making decisions 
throughout the learning process, depending on content and 
objectives. 
As with Joyce and Weil’s Models of Teaching (1986), 
Mosston and Ashworth (1990) and Corno (1986) suggest that 
it is the utilization of the full spectrum of teaching 
styles, not any one style, that will assist the teacher in 
recognizing and attempting to tap into the full range of 
human potential. "Such an expanded pedagogy," says Mosston 
and Ashworth, "involves a different vision of human 
development: a vision of a free person who can function in 
all styles and be mobile along the entire spectrum." 
(p.284) 
Three Approaches to Teaching (Fenstermacher and Soltis) 
Fenstermacher and Soltis (1989) approach teaching from 
yet another perspective. Their premise: what an 
individual thinks about teaching will have a great effect 
on how that person teaches. What do I believe teaching is? 
What is my role in teaching? What is the school’s role in 
teaching? What is it that I want my students to become? 
The answers to these questions, they insist, will help 
teachers to develop a stance toward their profession that 
will help them develop a style of teaching. 
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Fenstermacher and Soltis present three approaches 
(Models) to teaching: (1) The Executive Approach where 
time on task is important and there is a direct correlation 
between what is taught and what is tested for; (2) The 
Therapist Approach considers individual differences in the 
learning process. This approach finds the teacher looking 
for ways to help students become healthy individuals who 
are able to make choices and to accept responsibility for 
those choices; (3) The Liberationist Approach depends 
greatly on the content and the complexity of the content. 
Here the teacher assists students in acquiring content and 
at the same time models intellectual and moral virtues such 
as honesty and fairmindedness. 
These three approaches represent philosophical 
viewpoints in teaching. They are simultaneously strategies 
for classroom management and ways of helping teachers 
clarify their thoughts and beliefs about education and the 
role that schools should play in education. Fenstermacher 
and Soltis maintain that for a teacher to develop a belief 
about educated persons and how those persons should become 
educated is to take a stand alongside the teaching approach 
which represents the best vehicle to model those beliefs in 
the classroom. 
On the one hand, Fenstermacher and Soltis suggest that 
by integrating these three approaches or styles, teachers 
can attain educational goals for themselves and for their 
students. On the other hand, however, they suggest that 
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these three approaches are mutually exclusive. They 
maintain that once a teacher takes a philosophical stand 
regarding education, it becomes difficult, if not 
impossible, to integrate approaches. For example, if a 
teacher’s view of education is that it should be a 
liberating force in the lives of students, then it would be 
unlikely that a teacher would use an executive approach in 
the classroom. 
The act of teaching is a complex one with many 
variables, some of which are more subtle and elusive than 
others (Palmer, 1990). Mosston and Ashworth believe that 
skillful teachers are those who can move from one style to 
another depending upon the particular situation. Joyce and 
Weil (1986) and Ducharme and Khender (1986) concur but add 
that effective teachers are those who master a range of 
teaching strategies by continually adding new tools and 
upgrading old strategies. With yet another perspective, 
Palmer (1990) maintains that good (effective) teaching 
cannot be equated with a technique, but is associated with 
and is a by-product of teacher/student relations with each 
other and with the subject matter. Says Palmer, "They 
(teachers) discover and develop methods of teaching that 
emerge from their own integrity, but they never reduce 
their teaching to technique.” 
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Teaching Styles 
Teaching as described in the literature ranges from 
the traditional definition to that of a complex art (Eble, 
1988; Rubin, 1985; Silvernail, 1979; Condon, 1986). 
Teachers come to the classroom arena with diverse teaching 
and learning skills. They, too, are individuals who have 
different personalities and ways of interacting with and 
processing their worlds, and they come to the classroom 
manifesting these influences in the ways they teach. 
According to Rubin (1985) and Rouche, (1987) a teachers’ 
personality along with his/her beliefs about education 
influences the style which is exhibited in the classroom. 
Silvernail (1979) views teaching style in two ways: (1) 
instructional modes (lecture, role playing, etc.) and (2) 
broad teaching models which address students on different 
\ •» 
levels-“personal, behavioral, social and cognitive. Palmer 
(1990) presents a view of effective teaching which 
maintains that technique or strategies are but determinants 
to the essence of what should be occurring in the classroom 
between teacher and student, between student and student; 
between teacher and student and the content. He suggests 
that the "chemistry1’ which happens between teacher and 
student and between student and student when content is 
discussed and shared is the essence of good teaching. He 
further maintains that the importance of teaching lies not 
in the "what" but in the "how" we come to know the "what." 
The challenge for teachers then is to create the 
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environment in which the process of knowing can be 
practiced, where conversations about "what” can be 
generated from within and from without. Ericksen (1984) 
and Cross’ (1986) stance on the "how" is congruent with 
Palmer’s. In a presentation to the League for Innovation 
in the Community College, Cross maintains that, "What is 
taught is important, but how it is taught makes the 
difference between a lifelong learner and a grade grabber; 
between enthusiasm for learning and indifference to it; 
between an educated society and a credentialed one." (p.3) 
Cross continues by indicating that the "process" (the 
dynamics of it) of teaching accounts for the excitement and 
transformation in education for both student and teacher. 
In writing about the gaps in the practice of education 
(teaching and learning), Cross believes that good, 
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effective teachers are those who will use their classrooms 
as laboratories to further study and learn about the 
dynamics and the effects of the learning process. Palmer 
would no doubt agree with Cross’ assertion. 
•> 
Much attention has been given to student retention at 
practically every level of education from junior high to 
graduate school. In recent years, researchers in this area 
have focused their attention on the retention of students 
of color of which Black students are a part. Vincent Tinto 
(1987); William Sedlacek (1985); Pascarella (1987) and 
others have offered their theories about why students leave 
college. These reasons include financial aid, inadequate 
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high school preparation, and poor teaching. Other 
researchers like Noel and Levitz have concentrated their 
efforts on presenting goals for retention programs which 
will increase student persistence and success. For 
example, strengthening students’ self-concept, helping 
students feel connected to the college environment, 
encouraging students to accept responsibility for their own 
learning; increasing students’ sense of control over their 
environment are goals toward which retention programs 
should strive (National Retention Conferences in Boston, MA 
and Chicago, IL 1988 and 1989 respectively). 
When community college populations began to reflect a 
hue other then white, those same theories about why 
students leave college were still offered as reasons for 
Blacks and other students of color. Much emphasis was put 
\ ' 
on non-classroom factors responsible for students leaving 
school. Little effort was made to understand this new 
population of students who came to the community college 
other than to categorize them in the same light as white 
students. What happened to students of color in the 
classroom, however, was given little attention. Even in 
those instances where poor teaching was cited as reasons 
for students leaving, poor teaching was rarely, if ever, 
defined and dealt with as an instructional issue 
(Beal/Noel, 1980). 
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Community college faculty are in a unique place. 
Because of the great variety of students who comprise its 
student body, community college faculty, more than most 
other higher education faculty, have the opportunity to 
expand their classroom teaching styles and strategies. 
Hilliard (1989) suggests that teachers who adhere to one 
pedagogical style miss the opportunity to expand their 
repertoire of teaching strategies. The strategies, 
believes Hilliard, could include possibilities for reaching 
all kinds of students. Unfortunately, for some faculty, 
this has been a missed opportunity. Black students, 
Hispanics, older women and other students of color all 
present opportunities for community college faculty to 
broaden their visions of what constitutes good teaching 
(Melby, 1973; Ducharme, 1986). 
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Pettigrew and Buell (1989); Dunn and Bruno (1986); 
Dunn, 1982; and Gregorc, 1979 maintain that one key to 
effective teaching is the ability to identify and 
understand the different ways in which students learn--that 
is, how they process information--and to design materials 
and instructional techniques to accommodate the individual 
ways in which students learn. 
A teacher’s knowledge of information processing, styles 
can help him/her to be more sensitive to and appreciative 
of different learning styles students bring to the 
classroom (Palmer, 1990; Claxton and Murrell, 1987; Melby, 
1973; Dunn and Dunn, 1975b). Claxton and Murrell go a step 
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further by suggesting that colleges should hire individuals 
with knowledge of teaching and learning practices. Bess 
(1990) would certainly agree with Claxton and Murrell’s 
contention that recruiting and hiring practices need to be 
reviewed. Bess maintains that poor quality teaching in 
higher education may be attributed to the fact that the 
pool from which hiring is done is a biased one. That is, 
schools tend to recruit and select those individuals who 
are products of graduate schools which do little, if any, 
training in "how” to teach. There seems to be a 
misconception among search committees, believes Bess, that 
there is a correlation between a person’s ability to Mdo" 
research and a person’s ability to "do” teaching. Bess 
presents additional reasons why, in some instances, the 
wrong individuals secure teaching positions in higher 
N 
education: (1) students who have the potential to become 
good teachers do not see themselves teaching, and (2) those 
students who do research have no problem seeing themselves 
teaching. 
Teacher Relationships with Students 
Knowing one’s subject is not enough. According to 
Roueche (January, 1979) in a keynote address delivered at 
North Shore Community College for Professional Development 
Day, only twenty-five percent of what is involved in "great 
teaching" is how well the teacher knows the subject matter. 
The rest, he asserts, involves a great deal of awareness, 
consciousness and thoughtfulness on the part of the 
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instructor in order to involve students in their own 
growth. Along the instructional continuum, community 
college faculty are in a unique place. Because of the 
great variety of students who attend community colleges, 
community college faculty, more than most other higher 
education faculty, have the opportunity to expand upon 
their classroom teaching styles and strategies. 
Professional days or workshops which address issues 
concerning diversity provide opportunities for instructors 
to improve their skill. African American students, 
Hispanics, older women and other students of color all 
present opportunities for community college faculty to 
broaden their visions of and strategies toward what 
constitutes good teaching (Bennett, 1979; Griffin, 1986; 
and Hilliard, 1989). 
Webster defines relation as "the state of being 
mutually or reciprocally interested.” Roueche maintains 
that the key to student success is the willingness to be 
involved and to build some kind of relationship with 
students as human beings (p 11). Eble (1988) agrees but 
adds that for a teacher to withdraw from students without 
attempting to establish relationships with them is to miss 
the opportunity to increase learning for both the student 
and the teacher. Eble’s definition of teaching is all 
inclusive when he says that teaching is "presence of mind 
and person and body in relation to another mind and person 
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and body, a complex array of mental, spiritual, and 
physical acts of affecting others." 
Before a relationship can be established with a 
student, faculty must be interested first and foremost in 
the person, not the student. That is, who the student is, 
where the student comes from, and where the student wants 
to go. Good teachers recognize that students wrestle both 
with subject matter and with personal problems. 
Lee (1986) suggests that the effective teacher seeks 
to understand how humans (multi-ethnic groups) grow, 
develop, and change. The choices teachers make about the 
kinds of instructional strategies they use in a particular 
class should be guided by: (1) knowledge of the learning 
process (Kurfiss, 1987; Kolodney, 1991; Palmer, 1990); (2) 
knowledge of the learner (Palmer, 1990); and (3) knowledge 
of course content (Rink, 1985). There is no one teaching 
strategy best suited for all students. By attempting to 
become aware of individual students and their learning 
preferences, however, teachers can certainly maximize the 
numbers of students they involve during a class period 
(Palmer, 1990; Guild 1980/1990; and Melby, 1973). 
This writer believes that strategies employed by 
» faculty should recognize the above and attempt to speak to 
where the student is, where the student comes from, and 
where the student is going. Whatever strategies are 
chosen, implies Roueche, should reflect: (1) the 
objectives of the instructor for a particular subject, and 
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(2) the attributes the instructor knows to be true about 
the student learners. Those attributes--strengths and 
preferences—students possess need to be capitalized upon, 
not minimized or ignored. Attributes such as motivation 
for learning and skills levels should be used to help 
instructors to determine most effective methods of 
instruction. 
Institutional Environment 
Institutional environment can be a deterrent to or a 
facilitator of the teaching/learning process. The degree 
to which students feel they fit into the institution may 
help to determine their success in the classroom. 
Marinaccio (1985) and Wilson and Justiz (1988) believe that 
environment (size, image, service), student involvement, 
institutional policies and procedures have a profound 
effect upon whether or not the student is able to remain at 
the institution. The degree to which a student is 
compatible with the institution will determine to some 
extent that student’s ability to be successful. In the 
literature, compatibility is termed "fit." It is the 
meaningful contact between student and faculty; it is the 
development of relationships between students and those who 
care about them; and it is the responsiveness of the 
institution to the needs that students feel (Marinaccio, 
1985) . 
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New students are more likely to drop out if their 
first experiences with college life are not satisfactory. 
That is, "if the institution fails to include the student 
in the fabric of the school during the first semester, that 
student is likely to drop out” (Webb, 1987, p.8). 
Institutions which fail to recognize the need for students 
to achieve compatibility with the school environment will 
increase thee probability that students will leave. Bee 
and Baronja (1984) suggest that "fit" is indeed 
reciprocal—the student must fulfill the requirement of the 
environment (satisfactory academic performance), and the 
college must meet the needs of the students. 
If higher education is to attract and retain students 
of color, the environment should be one of acceptance, 
tolerance, and pluralism (Brown, 1991). Brown further 
asserts that many institutions portray themselves as being 
diverse and multicultural but in fact are not—there may be 
few Black and Hispanic students on campus; there may be 
few, if any, Black and Hispanic faculty and staff; and no 
persons of color at the administrative level where 
decisions are made. This lack of presence of role models 
for students of color does not go unnoticed by students. 
Classroom Climate 
In discussing classroom strategies (how teachers 
teach), it is also important to stress the environment or 
climate (where teachers teach) of the classroom. The 
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faculty/student relationship inside and outside the 
classroom impacts there students’ ability to have a 
successful stay at the institution. As a direct result of 
faculty efforts, the classroom can become a place where the 
student is stimulated and challenged to begin to live up 
her/his potential (Shuetz, 1986). Effective teaching 
requires context as well as content. Classroom climate is 
an important component of effective teaching (Silvernail, 
1979). "What" teachers have to say cannot be divorced from 
the environment in which they say it. Teachers are 
responsible for providing the kind of classroom environment 
that is conducive to student learning and growth (Roueche, 
et. al., 1987; Good and Weinstein, 1986; and Lee, 1986). 
Teacher behavior often sets the tone for classrooms and 
demonstrates teacher interest in students (Pettigrew and 
V 
Buell, 1989; Roueche, 1979). In the words of Lee (1986, 
p.78), ’’For the most part, the classroom environment 
emphasizes the values of the white middle-class segment of 
our society, while it either excludes experiences of 
minority groups or assigns a demeaning role to those 
experiences.” 
Building student motivation and positive attitudes in 
* 
the classroom are generally associated with teacher 
behaviors; students will often fail when the teacher’s 
behavior suggests that they are going to fail (Pemberton, 
1988; Fleming, 1981; Roueche, et. al., 1987). A simple 
behavior like learning the names of students, claims 
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Roueche, helps to set the class in a proper context, and 
can be a powerful tool in establishing the kind of 
environment where students can succeed. 
Teacher Attitudes/Assumptions 
In retaining African American students, this writer 
suggests that teacher behavior is crucial. Teacher 
attitudes and assumptions about African-American students 
often translate into negative and self-defeating classroom 
behaviors. The notion, for example, that Black students 
bring with them certain deficits is a view which often 
causes faculty to behave in ways which result in unhealthy 
learning environments. Differences that African-American 
students bring with them are often not viewed as an asset 
when presenting content. Instead, differences are 
perceived as "less than" and sometimes viewed as 
impediments rather than facilitators to classroom 
management (Anderson, 1988). 
Although negative behaviors are often subtle, they 
are, nevertheless, present ( Beckham, 1987-88; Sedlacek, 
1989). Faculty who do not call upon African American 
students during classroom discussion simply reinforce the 
notion for some Black students that their opinions are not 
valid or valuable. Faculty who do not approach Black 
students during class because they (faculty) are 
uncomfortable doing so promotes a classroom environment 
which discourages student growth. 
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Teacher performance and classroom behavior remain 
essential to establishing appropriate classroom 
environment. Eble (1983) characterizes good teachers as 
ones who are "enthusiastic, energetic, approachable, open, 
concerned, imaginative, and posses a sense of humor. He 
continues that good teachers are masters of their subject, 
can organize and emphasize, can clarify ideas and point out 
relationships, can motivate students, can pose and elicit 
useful questions and examples, and are reasonable, 
imaginative, and fair in managing the details of learning” 
(p. 21 and 22). Good teachers, then, are those who not 
only know their subject matter, but who possess technical 
skills to impart that matter to students in a way that 
capitalizes on the students’ strengths. 
What is the classroom? How important is it to 
education? What can the classroom offer? Eble (1988) 
suggests that the classroom is, and will likely remain, 
central to formal higher education. Within our current 
system of higher education, faculty and students getting 
together in a specific place for a specified period of time 
continues to be the method through which teaching and 
learning takes place. Currently, most of our classrooms 
are set up with the teacher as authority, with heavy 
emphasis on cognitive learning, little if any independence 
and imagination shown by the students and accepted by the 
teacher (Bell-Greder, 1986; Eble, 1988). 
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This style of teaching for learning (with teacher as 
authority) tends not to capitalize on the strengths of 
African American students. Eble continues: 
More difficult is the way in which a teacher establishes 
the temper of the class by walk and look and gesture, 
but anecdote or offhand remark, by the handling of 
questions—a temper for which the teacher is greatly, if 
not entirely, responsible (1988, p.58). 
Despite the physical set up of a room, the sharpness of the 
material, or how technologically advanced is the equipment, 
it remains that the two most important things in a 
classroom are teachers and students. In the final 
analysis, claims Ericksen (1984) the quality of teaching 
must be defined in terms of what happens to students. 
Cross (1986) maintains that students and teachers carry 
with them the burden of establishing and maintaining 
"quality” education as a result of what transpires between 
teacher and students in the classroom. 
Learning Styles 
In discussing learning styles, some researchers 
describe learning styles as being a function of one’s 
culture (Hale-Benson, 1982; Anderson, 1988; Astin, 1982). 
Keefe (1982, p. 44) claims that learning styles are 
characteristically cognitive, affective, and physiological 
behaviors that serve as relatively stable indicators of how 
learners perceive, interact, and respond to the learning 
environment. Given this definition, it would seem 
important, then, that in order to enhance the abilities of 
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students to receive and to process data, faculty would 
recognize the existence of cultural assets when dealing 
with non-white students, specifically with African American 
students. 
Some educators who interact with African American 
students often do not affirm the cognitive/learning styles 
which students bring to the educational setting—to the 
classroom and to the college environment (Lee, 1988; 
Palmer, 1990; Kolodny, 1991). Edmund Gordon (in an 
interview with Nancy Rabianski-Carriablo, 1989) suggests 
that if we assume that learning styles do not necessarily 
reflect some biological or genetic characteristics, we can 
reasonably assume the cultural experience of youngsters 
does shape their style. 
As in other cultures, there are differences in the 
ways in which African Americans prefer to make sense of the 
world around them (Jones and Watson, 1990). Within the 
African American culture, there are differences among 
individuals. The backgrounds of African American students 
are as diverse as the backgrounds of white students 
(Pemberton, 1988). It would follow that if differences 
existed within the culture, then there might also be 
differences in the way that individuals within that culture 
preferred to gather and process information. 
African-American students, like students within other 
cultures, are not clustered under a single preferred 
learning style (Watson and Jones, 1990; Pemberton, 1988; 
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McCarthy, 1980) nor is any one learning style inherently 
African-American. The learning style preferences of 
African-Americans are distributed across the learning 
styles spectrum. Jones and Watson believe, however, that 
females and most racial minorities develop a more global, 
relational style for information processing. Lee (1988) 
points out that this relational style emphasizes visual and 
auditory stimuli. Shade (1984) further asserts that while 
the preferred method of receiving information in the 
American culture is visual, African-Americans tend to 
receive information through tactile and kinetic means. 
Continuing, Shade says that methods used by 
African-Americans to encode and retain information (cue 
selection) for later retrieval is different from methods 
used by the majority culture. Cue selection preferences 
for African Americans tend to be people and events while 
cue selection for the majority culture tends to be ideas 
and objects. 
During the late 1960’s, educators and society at large 
began to focus on the validity of cultural differences 
(Cooper, 1980). In academe, one of the first subject areas 
to be studied as having been influenced by cultural 
differences was that of English. "Black English" was 
identified and validated as a "non-standard" but valid 
language system. Cooper posits that while individuals 
differ in cognitive style preference, there is cultural 
reinforcement for one style or another. Cooper and 
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Anderson (1988) also maintain that differences in language 
can be explained by the theory which suggests that thinking 
styles range from holistic to analytic. These styles 
affect how an individual perceives, selects information 
about, and organizes his or her world. Cooper defines the 
holistic thinker as one who relates to the environment as a 
whole and the analytic thinker as one who focuses on part 
of a field as discrete from its surroundings. Ausburn 
(1978); Anderson (1988) and Keefe (1987) concur with this 
thinking. The holistic thinker is socially oriented; the 
analytic thinker is task-oriented. Witkin, et al (1977) 
and Keefe (1987) utilize the terms "field-dependent” and 
"field-independent" to describe holistic and analytic 
thinkers. Field dependent persons tend to be holistic 
thinkers who need concrete referents to work through 
problems, while field independent persons tend to perceive 
their environment in component parts. What implications 
does this knowledge have for the classroom teacher? 
Cooper suggests that for holistic thinkers, a teacher 
would be wise to organize and structure his or her 
materials because holistic thinkers relate to things as 
units. For analytic thinkers, however, this "organization 
of materials" is unnecessary; they can organize and break 
down materials for themselves. In the area of language, 
African Americans tend to a large extent to be holistic 
thinkers (Cooper, 1980). Those who teach English 
composition, for example, should be aware of those language 
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cues which might suggest a student’s preference for one 
style or another. 
Although the educational system tends to reward 
analytic thinkers (Kolodny, 1991), Cooper (1989) suggests 
that teachers need to develop both modes of thought in 
their students. Classroom strategies, then, should include 
activities which would on the one hand enhance the learning 
style which the student brings to the classroom and on the 
other hand develop the opposite mode of thinking (McCarthy, 
1980). Dunn and Dunn (1987) and Charkin, et. al (1985) 
suggest that students learn best when instruction and 
context match their learning styles. 
McCarthy (1980), developer of the 4MAT system also 
suggest that learners have a preferred mode of processing 
information. She encourages faculty to become 
knowledgeable about students’ preferences for learning, use 
that dominant style to teach materials, and at the same 
time generate materials which will assist with the 
development of other modes of thinking. The above 
strategy, she believes, prepares students for real world 
situations where different problems might warrant different 
modes of information processing to solve them. Keefe 
(1987) summarizes that student learning styles are 
characterized by cognitive, affective, and physiological 
behaviors that indicate how individuals perceive, interact 
with and respond to their worlds. 
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Keefe (1987), Lee (1988), Jones and Watson (1990) and 
Plaix (1990) agree with Cooper and McCarthy’s stance that 
teachers should use instructional approaches which would 
(1) affirm the students’ preferred style of processing 
information, and (2) provide classroom opportunities for 
students to develop other processing styles. 
Price et al (1981) suggests that learning style is the 
way a person is influenced by his/her environment, 
emotions, societal needs, physical characteristics, and 
psychological inclinations. Price’s definition is 
consistent with James Anderson’s (1988) claim that a 
person’s learning style is a function of his/her culture. 
T. Anderson (1988) conducted research on the reading styles 
of third graders to determine whether or not a predominant 
learning style existed among those students who were deemed 
successful readers. Anderson reported that the reading 
style is a person’s learning style when he or she is 
reading, and that the elements of reading include 
environmental, emotional, sociological, physical and 
psychological stimuli. According to Dunn and Dunn (1987), 
Dunn et. al. (1989), and Dunn (1989) the above elements are 
present in all learning. 
Given that an individual’s learning style is 
influenced by all of these stimuli, Anderson found that for 
reading programs analytical/global styles and perceptual 
modalities were the most prominent styles. He says, 
66 
Perceptual modalities address ways by which 
information is internalized. This includes 
auditory—ability of the learner to recall 
seventy-five percent of what is heard over a 
45 minute period; visual—the ability of the 
learner to recall details based on what he/she 
has seen; tactile—the ability of the learner 
to learn by touching and handling; and 
kinesthetic--the ability of the learner to learn 
best by doing and experiencing new information 
(p. 10). 
The teaching implications for this study suggests that 
teaching students through their perceptual strengths 
enhances their reading achievements. 
James Anderson (1988), in discussing cognitive styles 
and multicultural populations, describes the importance of 
recognizing cultural assets and variations when interacting 
with non-white populations. Anderson maintains that 
retention programs for Blacks and other students of color 
experience minor success because of two critical factors: 
(1) they were usually based on educational theory which 
reflected Anglo-European beliefs about how people learn; 
and (2) they neglected to identify learning styles and 
cognitive assets of non-white students. Anderson states: 
What has precluded the identification of the 
cognitive/learning styles of minority students 
in retention programs is the ethnocentric assumption 
on the part of whites that minorities do not have a 
valid and substantive cognitive framework which may be 
somewhat different but equally effective for them 
(p. 3). 
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Anderson further asserts that the models of learning 
and achieving are derived from a very narrow white male 
perspective. The development of curricula and retention 
programs for the most part are based on the dominance of 
white male theory of learning. Researchers on cultural 
differences often have emphasized race as being the most 
important factor in accounting for differences among 
individuals. Skin color, because of its "visibility," has 
been used to explain away differences for African 
Americans, and these explanations often have been in the 
form of deficiencies. Pemberton (1988) agrees with 
Anderson in her assertion that ethnic visibility can and 
often does add to the frustration of African American 
students. Teachers who react consciously or unconsciously 
to this visibility may categorize a student as incapable or 
deficient. Teacher behaviors based on these stereotypical 
assumptions may cause frustration for African American 
students. Unfortunately, the frustration sometimes lead to 
a self-fulfilling prophesy of poor performance. When 
students begin to believe they are incompetent and act on 
that belief, their behavior becomes an indicator of future 
achievement behaviors (DeBoer, 1985). African American 
students assume the stance to perform at a level that is 
expected of them—poorly. According to Anderson, African 
Americans tend to exhibit a preference for the perceptual 
skill of field-dependence which in practice is viewed as a 
restrictive perceptual skill. 
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Matthews (1973) explains conceptual systems as a 
pattern of beliefs and values that define a way of life and 
the world in which people act, judge, decide, and solve 
problems. He continues that this conceptual system is 
transmitted to members of a particular culture through 
complex socialization practices. Socialization practices 
only transmit patterns of behavior that an individual 
learns to copy. 
Wilson (1971) maintains that individuals learn in a 
particular way. Different learning styles are determined 
by different cultures (Anderson, 1988; Lee, 1988; Cooper, 
1989; Garger, 1984; Hale Benson, 1982; Kolodny, 1991). Not 
only does an individual’s culture determine his/her 
learning style, it also affects how that individual sees 
understands and defines his/her world. Because (underscore 
mine) of their cultural backgrounds, ethnic groups have 
learned how to view the world in a way consistent with the 
values and teachings of their culture. In interacting with 
people of color, particularly with African Americans, some 
educators have ignored this fact. When African Americans 
students come to higher education, and indeed before that, 
their learning styles have been (for the most part) 
invalidated by high school systems which ignored how they 
learned best—their most preferred ways of absorbing and 
processing data. 
If students receive messages long enough and often 
enough that the methods by which they make sense of the 
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world are not valid, then it should be no surprise when 
African American students become frustrated and leave the 
classroom, or the institution, or when lack of expectation 
of their abilities to achieve and succeed become 
self-fulfilling prophecies (Edmonds, 1971; DeBoer 1985; 
Pemberton, 1988). To invalidate how African American 
students process information is to invalidate them as 
persons. 
For faculty to ignore the social and environmental 
factors which help to develop cultural values and beliefs 
is to ignore who African American students are (Garger, 
1984); it is to ignore the assets which they bring with 
them to the classroom. Anderson (1988, p. 4) states that 
’’because the social, cultural and environmental milieus of 
ethnic and racial groups differ, one should expect these 
differences to be reflected in their respective 
cultural/cognitive styles.” Some community college 
educators may recognize those differences in 
cultural/cognitive styles of Black students, however, the 
recognition of differences is often perceived as a 
deficiency, not as an asset. 
Matthews (1973) suggests that the major differences 
between the cognitive styles of Blacks and Whites is the 
degree to which the subjective, affective self is 
incorporated into the cognitive evaluation of reality. 
African Americans put a great deal of emphasis on 
relationships. White (1970) also suggests that the 
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psychological orientation of Blacks to reality is more 
feeling-oriented (affective) while the orientation of 
whites to reality is more objective or less affective. 
Matthews labels the African American cognition system the 
"aesthetic mind" or "feeling intelligence." 
The European approach--the approach upon which our 
community college educational system is based—commands 
that affect and cognition be separated. For African 
American students this approach contradicts their method of 
viewing reality--for them, there is no separation of the 
affect and cognition. The two are mutually dependent. An 
affective/cognitive style is not limited to Blacks, 
however; it also appears in the conceptual styles of other 
groups of color. 
As has been alluded to earlier, the American 
educational system is built upon the type of European world 
view which tends to benefit white students whose conceptual 
and cultural styles are more in line with it. In our 
society, the educational system is the primary vehicle by 
which most Americans succeed and achieve. 
Many American students who participate in the system 
are not succeeding and they are not achieving, primarily 
because they are different racially, culturally, and 
cognitively. The system of which African American students 
are a part has yet to recognize (certainly in practice) and 
appreciate their differences. African American students* 
movement through the system is often plagued with 
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inequities in teaching and evaluations; they are asked to 
do what their white counterparts are not asked to do. 
Anderson states: 
In America, as white children leave the home and 
move on through the educational system and then into 
the work world, the development of cognitive and 
learning styles follows a linear, self-reeinforcing 
course. Never are they asked to be bicultural, 
bidialectic, or biccognitive. On the other hand, for 
children of color, biculturality is not a free choice, 
but a prerequisite for successful participation and 
eventual success. Non-white children generally are 
expected to be bicultural, bidialectic, bicognitive; 
to measure their performance against a Euro-American 
yardstick; and to maintain the psychic energy to 
maintain this orientation. At the same time they are 
being castigated whenever they attempt to express and 
validate their indigenous cultural and cognitive 
styles. Under such conditions cognitive conflict 
become the norm rather than the exception (p. 5). 
In this country, the Euro-American style characterizes 
most institutions, and is reflected in educational 
institutions as the style which is most valued. Students 
who align themselves closest to this style often succeed in 
the educational system; those who do not are often at a 
distinct disadvantage (Hilliard, 1989). No one style is 
better than the other. In practice, however, educational 
systems have, by failing to recognize, study and capitalize 
on the learning styles of African American students, 
banished those styles to ones of insignificance. Community 
college faculty are often not equipped to respond to the 
variant styles of multicultural populations (Anderson, 
1988). Again, Anderson articulates it well: 
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A communications gap exists between their teaching 
style and the students* indigenous learning styles. 
Thus, the symbolic, affective, reality-based 
approach to learning for some students will not 
only be misconstrued but also branded as deficient. 
What is a valuable and valid communication process 
under one cognitive style becomes a deformed example 
of cognitive/linguistic deficits under another (p. 7). 
Pettigrew and Buell (1989) suggest that most learning 
styles are bipolar; that is, an individual may be a 
kinesthetic and an audiovisual learner and require 
structured or nonstructured learning environments. 
In summary, the models presented by Joyce and Weil; 
Fenstermacher and Soltis; and Mosston and Ashworth all 
have commonalities. In theory, the models present 
basically the same information on strategies for teaching; 
they differ in the names that their developers have given 
them and in the ways specific strategies have been 
clustered. The following diagram serves to demonstrate: 
Joyce & Weil Fenstermacher & Soltis Mosston & Ashworth 
Information 
Processing 
The Personal 
Family 
The Social 
Family 
The Executive Approach 
The Therapist 
Approach 
Styles A-E 
The Social 
Family 
Styles F, G, H 
The Behavioral 
Systems Family 
The Liberationist 
Approach 
Styles I - K 
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Noncognitive Components of Student Success 
Student success is not narrowly limited to academics. 
There are noncognitive variables (predictors) which suggest 
that students remain at an institution for reasons other 
than academics. Researchers (Sedlacek and White, 1986) 
have indicated that students* positive self concept is a 
predictor of whether or not they succeed. Schools which 
help to affirm the positive self image of students will 
experience success with retention efforts. Research has 
been completed which maintain that for minority students 
noncognitive variables are as important as cognitive 
variables in the academic success of Black students. 
African American students on community college campuses who 
come academically prepared but who still leave without 
getting a degree leave because of noncognitive reasons. 
Smith and Exum (1990) agree with Sedlacek that the 
following noncognitive variables can serve as indicators of 
Black student success: (1) a positive self-concept; (2) 
realistic self-appraisal; (3) understanding the ability to 
deal with racism; (4) preference of long-range goals over 
more immediate, short-term needs; (5) availability of a 
strong support person; (6) successful leadership 
experience; and (7) demonstrated community service. These 
noncognitive variables, they believe, are as important as 
cognitive variables in predicting African American student 
success in higher education. Smith and Exum suggest that 
ethnic identity development is a key noncognitive variable 
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related to academic success. African American students 
whose ethnicity is not affirmed through faculty and 
administrative role models, curricula offerings, 
institutional environment, policies and procedures may be 
more at risk of leaving without completing requirements 
toward a degree. 
CHAPTER III 
METHODOLOGY 
Chapter III, (1) Introduces the design of the study; 
(2) Discusses the selection of schools; (3) Describes 
aspects of the faculties; and (4) Introduces the 
instruments utilized in the study. 
Design of the Study 
The design of the study is exploratory in nature and 
will be concerned with exploring the relationships between 
teaching styles of selected community college faculty and 
learning styles of African American students enrolled in 
core courses—English, biology, sociology, psychology, 
economics and/or government in those institutions. 
Selection of Schools 
Community colleges selected for this study will be 
those in Massachusetts with the highest percentage of 
Black students enrolled as full-time students: 
(1) Roxbury Community College, which is located in a 
suburb of Boston, has a student enrollment that is 76.4% 
African-American. It has the largest number of both Black 
students and Black faculty in Massachusetts community 
colleges. (2) Springfield Technical Community College 
which is located in an urban area has an African American 
population of 4.2 percent. (3) Holyoke Community College, 
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located 8 miles from the urban area of Springfield, has an 
African American population of 5 percent. 
In order to secure permission for institutional 
participation in the study, a letter (see Appendix A) will 
be sent to the president of each college listed above. 
The intent of the researcher is to utilize only three 
community colleges in the study. However, should one 
president not grant permission for the college’s 
participation in the study, three colleges will still 
remain. Institutional participation in the study means 
the participation of students and faculty. 
Selection of Faculty 
Faculty participants for the study will all be 
full-time instructors who teach core courses (English, 
biology, sociology, psychology, government, economics) in 
the selected community colleges. A letter (see Appendix 
B) will be sent to academic deans requesting lists of 
faculty who teach full-time in the above named 
disciplines. 
Each instructor will be sent a letter (see Appendix 
C) explaining the manner in which faculty would 
participate. Fifteen full-time faculty will participate 
in the study. To be eligible for participation in this 
study, the faculty had to have African American students 
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enrolled in their classes. Each faculty participant was 
asked to sign a consent form (Appendix D) giving his/her 
permission to participate in the study. 
Selection of Students 
African American student participants will be 
recruited from the same three Massachusetts community 
colleges as are participating faculty. All students will 
be enrolled in one or more core courses, i.e. economics, 
English, biology, government, psychology or sociology. 
Each faculty was asked to list every African American 
student enrolled in his/her course (see Appendix E). 
Each person on the list submitted will be sent a 
letter (see Appendix F) explaining the manner in which 
he/she will participate. Each student volunteer will be 
asked to sign a consent form (see Appendix G) giving his 
or her permission to participate in the study. An 
alphabetized master list of all students who will complete 
the Learning Styles Inventory will be made. From the 
master list, every fourth student will constitute a random 
sample for this study. (...."sampling involves the 
selection of a portion of a population as representative 
of that population.” Borg & Gall, 1979) 
Selection of Instruments 
The instruments for inventorying learning and 
teaching styles used in the study will be the Canfield 
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(1987) Instructional Styles Inventory, hereafter referred 
to as ISI and the Canfield (1988) Learning Styles 
Inventory, hereafter referred to as LSI. These 
instruments will be selected because (1) they are reliable 
and have been validated (Canfield, 1988; Canfield and 
Canfield, 1987); The LSI has been demonstrated reliable in 
test situations and with internal consistency measures; 
(2) they are companion instruments; that is, they both 
have the same typology for categorizing preferred student 
learning styles and preferred teaching styles; (3) they 
are both similar in design--both student and teacher will 
be asked to prioritize responses to specific situations; 
(4) they can be administered to groups or to individuals, 
and (5) they are published in a format adaptive to machine 
scoring. For the reasons listed above, the Instructional 
Styles Inventory and the Learning Styles Inventory 
appeared to be more appropriate for the study. 
The ISI will be given to each faculty participant for 
the purpose of determining his/her preferred instructional 
style. The ISI tells which method instructors like to use 
and which they prefer to avoid. The ISI is composed of 25 
items where respondents rank ordered the four responses to 
each of the questions. The ISI was completed in 35 
minutes. The ISI parallels the learning styles inventory 
in four areas: (1) Conditions for Instruction; (2) Areas 
of Interest: (3) Modes of Instruction: and (4) 
Influence—the extent to which respondents believe that 
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method of instruction affects learning. Instructors, 
based on their responses, will also be placed in an 
Instructor Typology Grid. The grid consists of the same 
nine categories presented in the student Learning Styles 
Inventory. (See Appendix H) 
The LSI Form A using college norms will be 
administered to student participants to determine their 
preferred learning styles. The LSI focuses on affective 
variables that are responsive to attitudes and 
personality. It consists of thirty (30) items and 
requires the respondent to rank order four responses to 
each item. The inventory also consists of four major 
categories: (1) Conditions-for example, does the student 
prefer team work, independent study, or competition; (2) 
Area of Interest-does the student like to work with 
numbers, language, people or things; (3) Mode of Learning- 
does the student prefer to obtain new information through 
listening, reading, hands-on experience, charts, or 
graphs; and (4) Expectation of Course Grade-how well does 
the student expect to do in the course. 
Scores derived from the LSI will be used to classify 
student participants into one of nine learner-type 
categories. Canfield and Canfield (1987) term this 
categorization "Learner Typology." The learner-type 
categories are: (1) Social, (2) Applied, (3) 
Social/Applied, (4) Independent/Applied, (5) Independent, 
(6) Conceptual, (7) Social/Conceptual, 
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(8) Independent/Conceptual, and (9) Neutral preference. 
Students will need approximately 30 minutes to complete 
the LSI. 
Both the ISI and LSI will be used as companions in 
this study. Results of each study will be used to compare 
and contrast the preferred instructional and learning 
styles of selected faculty and students. 
Faculty Questionnaire 
Faculty participants will be asked to fill out a 
questionnaire requesting their educational background, 
teaching history and discipline. Each faculty will be 
asked open-ended questions about her/his classroom 
environment (see Appendix H). 
Student Questionnaire 
Each student participant will be requested to fill 
out an open-ended questionnaire (see Appendix I). The 
purpose of this questionnaire will be to generate 
responses from the students about (1) their perception of 
the classroom environment, (2) their perception of their 
relationship with the instructor, and (3) their overall 
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satisfaction, or dissatisfaction with a given course. 
These questionnaires are blind; students were not asked to 
sign them. 
81 
Anonymity of Participants 
A code will be assigned to each faculty and student 
participant. Each participating institution received a 
letter A, B, or C. Each participating faculty received a 
number (beginning with number one). The number was 
preceded by the school code and followed by either a "F" 
for female and "M" for male. The core course taught by 
the participating faculty member was also indicated in 
parenthesis beside the faculty code. 
Each student was assigned a number beginning with the 
number one. The number was preceded by the school code 
and followed by either an ”F" for female or "M" for male. 
The student’s status was indicated in parenthesis beside 
the student code. 
As the data is analyzed, the researcher would be 
unable to identify a faculty or a student based on the 
data presented. If faculty or students should request a 
profile of their inventory results, it would be mailed by 
someone other than the researcher, with the use of 
assigned codes. 
Analysis of Data 
Faculty Inventories: To properly chart each faculty 
participant’s teaching preference on the typology scale, 
scores for X and Y values will be determined by adding and 
subtracting appropriate T-scores from the profile (taken 
from the Canfield Instructor Profile). 
82 
The variable X will be determined by adding raw 
scores of the following categories: Organization, 
Qualitative and Readings. From that total, raw scores of 
Direct Experience, Inanimate and Iconic categories will be 
subtracted. 
The variable Y will be determined by adding the 
"Peer" and "Instructor" categories and subtracting from 
those totals the T-scores from Goal Setting and 
Independence categories. These two values (X) and (Y) 
will then be used to locate the instructor’s type on the 
Instructor Typology grid. 
Student Inventories: On the Learning Styles 
Inventory, student respondents will be plotted on the 
typology scale by adding and subtracting appropriate T- 
Scores which will result in summary X and Y values. 
Student respondents* typologies and profiles will be 
computer-generated; student responses will be interpreted 
and a report will be generated by WPS (Western 
Psychological Services, publisher of the inventory). 
CHAPTER IV 
DATA PRESENTATION 
As explained in Chapter I, the purpose of this study 
was to identify preferred learning styles of African 
American students and the preferred teaching styles of 
selected community college faculty in Massachusetts. The 
extent to which students’ preferred learning styles and 
teachers’ preferred teaching styles matched or did not 
match would determine the degree of validity of five 
assumptions presented by the researcher. The five 
assumptions used in this study follows: 
1. There will be a correlation between student 
success and the degree to which there is a 
match between teaching and learning styles. 
2. Student expectation of success within the 
classroom will be directly related to the degree 
to which there is a match between teaching and 
learning styles. 
3. African American students will show a 
preference for peer, instructor context 
of instruction. 
4. African American students will show a 
preference for Iconic (interpreting 
illustrations, movies, slides; Canfield, 
1988); and Direct Experience (hands-on) as a 
manner of obtaining information. 
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5. African American student retention will 
be related to the extent to which teaching 
and learning styles are compatible. 
This chapter presents and describes an analysis of 
the data. The organization of the chapter includes a 
discussion of the findings utilizing the Learning Styles 
Inventory. The Canfield Instructional Styles Inventory as 
well as questionnaires were administered to both faculty 
and student participants. In addition, this section 
presents a summary of returns from both faculty and 
student participants and findings from: 
1. The Canfield Instructional Styles Inventory; 
2. The Canfield Learning Styles Inventory; 
3. Faculty Questionnaire (Rembert); and 
4. Student Questionnaire (Rembert). 
Faculty Returns 
Faculty participants in this study were "full-time 
community college faculty" who taught core courses in one 
of the three community colleges in Massachusetts 
identified for this study. Table 1 which follows reflects 
the number of faculty from each of the three participating 
community colleges who completed both the Canfield 
Instructional Styles Inventory and the Rembert 
Questionnaire. To protect thee confidentiality of the 
participating schools, letters in place of names have been 
assigned to each school. 
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Table 1 
Faculty Participants 
School £ of Faculty Participating 
A 11 
B 3 
C 5 
Total 19 
Those members of the faculty who completed the 
Instructional Styles Inventory were asked to respond to 
questions or statements by ranking four responses 
associated with each statement. The inventory was 
designed in such a was as to categorize faculty responses 
into four major areas: (1) conditions for learning; (2) 
areas of interest (subject matter); (3) modes of 
instruction; and (4) Influence (the degree to which a 
faculty member believes that varying or adapting 
instruction will affect the learning performance of 
his/her students. Within each of these major areas, 
scales are identified which define different aspects of 
the teaching-learning experience (see Table 13 in Appendix 
J). 
The Canfield Learning Styles Inventory and a 
questionnaire was administered to student participants 
from three Massachusetts community colleges. Faculty 
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participants from the above community colleges were given 
the Canfield Instructional Styles Inventory as well as a 
questionnaire. 
Faculty Profiles and Typologies 
Table 2 represents faculty participants as they were 
plotted on the grid based on their X and Y values. 
Table 2 
Distrubution of Faculty Participants by Typology 
Social Applied Social Social/Conceptual 
None None *** 
Applied Neutral Conceptual 
# **##++ **** + 
Independent/ Independent Independent 
Applied • Conceptual 
# None ** # 
* = School A + = School B # = School C 
The diversity in the charted findings appear to be 
consistent with the literature on teaching styles 
preferences (McCarthy, 1980; Canfield and Canfield, 1987; 
Joyce and Weil, 1972; Mosston and Ashworth, 1990) in 
essence, the above listed authors say that there is no one 
methodology of instruction which all teachers use. 
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Of the total number of faculty (19) who participated 
in the study, three (15.8%) had a Social/Conceptual 
preference; six (31.6%) had a Neutral preference; five 
(26.3%) had a Conceptual preference; three (15.8%) had an 
Independent/Conceptual preference; one (5.3%) had an 
Applied preference; and one (5.3%) had an Independent/ 
Applied preference. Table 3 which follows represents 
these percentages. 
Table 3 
Faculty Participants’ Percentage by Typology Type 
Social/Conceptual 15.8% 
Neutral 31.6% 
Conceptual 26.3% 
Independent/Conceptual 15.8% 
Applied 5.3% 
Independent/Applied 5.3% 
100.1% 
Of the nine possible typology categories available, 
faculty participants in this study occupied six categories 
as reiterated in Table 3 above. 
In addition to placing a faculty member in his/her 
preferred instructional typology, the Canfield ISI also 
assesses the "influence" aspect of that preference. 
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"Influence” expresses a conviction of the faculty member 
that learning will be affected by varying or adapting 
instructional methods. In the Influence category, there 
are four scales (A, B, C, and D) which express varying 
degrees of the instructor’s conviction about how 
instructional methods affect learning. A description of 
the Influence Scale follows: 
A-Influence: Feels strongly that methods 
affect learning. 
B~Influence: Feels that methods affect learning. 
C-Influence: Feels that methods do not affect 
learning. 
D-Influence: Feels strongly that methods do not 
affect learning (Canfield, 1988). 
The Influence Scales A through D represent a 
continuum, with A and D being the extremes of the 
continuum. Those faculty participants with high "A- 
Influence" scores believe that they alone are responsible 
for the quality of learning. At the other extreme, 
faculty participants with a high "D-Influence" score 
believe that learning is up to the student and that 
students must adapt to the instructor. Thee Total 
Influence Scale (TIS) is a weighted sum of individual 
scales A through D. Instructors who score high on the TIS 
believe that learning can and will occur by adjusting 
instructional methods. 
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Report of Each Faculty Participants’ ISI Profiles 
This section reports on the individual profiles of 
the ”Instructional Styles Inventories" of each faculty 
participant. Those categories which receive very high, 
high, low and very low scores will be highlighted and 
commented upon for each participant. 
Faculty Profiles: School A 
Profile No. A1F teaches biology, and is a "pure" 
typology type. This instructor expresses a "Neutral" 
preference as a condition of learning. This faculty 
participant may or may not find it easy to adjust to a 
particular group of students or to a particular teaching 
situation. As suggested by Canfield (1988), an individual 
with a Neutral preference may also find it difficult to 
become enthusiastic about motivating students in some 
classroom activities. A high score on the "Authority" 
category suggests that the instructor is concerned with 
controlling the learning setting. She shows a low 
preference for "Instructor," and does not feel that warm 
and friendly interactions between teacher and students are 
important for learning. This faculty member has a high 
C-Influence score which suggests a belief that methods do 
not affect learning. This instructor also had a low total 
influence score of 22 which expresses a 
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conviction that varying or changing instructional 
procedures does not promote student learning (see 
Appendix K). 
Profile No. A2F teaches biology. A "pure," 
’’Conceptual” type this faculty participant showed a very 
high preference for ’’Organization” and a high preference 
for ’’Detail” as conditions for learning. According to her 
preference, emphasis is put on what is to be done, how it 
is to be done, and at what time it is to be done. This 
faculty participant shows a preference for controlling the 
direction of classroom activities. There is a low 
preference for "Goal Setting" and "Instructor" as 
conditions for learning. According to ISI scores, this 
participant does not believe that students should have the 
opportunity to make decisions about how goals and/or 
procedures may be modified in the classroom. 
According to this faculty’s preferences, there is the 
conviction that warm and friendly interactions between 
students and instructors are not necessarily important to 
learning. On the "Areas of Interest Scale," this 
participant demonstrated a high/average (borderline score) 
preference i the "Numeric" and "People" categories. This 
means that there is a preference for building skills which 
would assist with understanding people such as, 
counseling, helping, interviewing as well as a preference 
for working with numbers and logic. 
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As a mode of instruction, this faculty shows a very 
high preference for emphasizing reading assignments and a 
high preference for the utilization of visual materials 
(movies, graphs, slides) as a manner of presenting new 
information to students. This seems to be a 
contradiction. Generally, faculty who have a strong 
preference for using reading assignments to introduce new 
materials do not usually prefer to use the "Iconic" mode 
of instruction. In the "Total Influence" area, this 
faculty had a very high D-Influence score suggesting that 
she feels strongly that methods to not affect learning 
(see Appendix K). 
Profile No. A3F teaches sociology and is a "pure" 
type. This faculty participant’s ISI score indicates that 
she is a "conceptual" instructor who prefers to work with 
highly organized language oriented materials. A high 
score shows "Authority" as a preferred context in which 
learning should be done. There is concern for controlling 
classroom activities. Low preference in "Peer" and 
"Instructor" categories as conditions for learning 
indicates that this faculty participant does not believe 
that maintaining an instructional environment where there 
is a warm and friendly interaction among students and 
between teachers and students promote learning. 
A high preference in the "Qualitative" category 
suggests that this faculty likes working with words and/or 
language. As a mode of instruction, there is a very high 
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preference for reading assignments to teach new materials 
and a high preference for using visual materials to 
introduce new information to the class. For this 
faculty,, working with things—building or designing, 
developing performance skills fell low on the scale of 
preferred kinds of subject matter to teach. Consistent 
with a low "Inanimate" score, this faculty also has a low 
preference for direct experience as a mode of instruction. 
There was a high preference for using an experimental 
approach to introduce new materials to students. A high 
D-Influence score maintains that this faculty participant 
feels strongly that instructional methods do not affect 
learning (see Appendix K). 
Profile No. A4F teaches biology. As a "mixed" 
typology type, this teacher’s ISI scores suggests a 
"Social/Conceptual" category as a preferred condition of 
learning. This category is indicative of instructors who 
prefer to create opportunities for student interaction and 
prefers to deal with language oriented materials 
(Canfield, 1988). Faculty in this group also prefer to 
plan lessons with a balance of lecture and discussion. As 
discussed by Canfield (1988), these individuals may 
become frustrated if expected to generate classroom 
activities with real-world applications. 
With a very high "Instructor" category score, this 
faculty member reflects a belief that developing a warm 
and friendly relationship with her students is important 
93 
to learning. There is a preference for personal, friendly 
relationships with students. Inconsistent with this high 
’’Instructor" scale score are low scores for "Goal 
Setting," "Detail," and "Independence". These low scores 
suggest that students working independently is not 
important to learning. 
High scores in the "Numeric" and "Quantitative" 
categories reflect this teacher’s preference for dealing 
with words and language (writing, speaking, editing) as 
well as logic and mathematics. A very low score in the 
"Inanimate" category indicates a preference for repairing, 
designing or operating equipment. This is consistent with 
the "Social/Conceptual" profile which indicates that 
concrete, real-world applications are not desirable for 
faculty under this profile. Reading assignments are 
preferred as a manner of presenting new information. This 
faculty participant’s belief that it is the students’ 
responsibility to adapt or adjust to the teaching style of 
thee instructor—and not the other way around—is 
evidenced by a high D-Influence score. This high 
D-Influence score suggests that students are responsible 
for their own learning and that methodology has no affect 
on learning (see Appendix K). 
Profile No. A5F teaches history. This faculty’s ISI 
scores indicate a preference for the "Conceptual" (pure) 
type; there is a preference for utilizing highly organized 
language materials. Instructors in this "Conceptual" 
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category are comfortable with teaching methods which 
emphasize lecture and reading formats. 
High "Instructor" scores suggest this faculty puts a 
high level of important on student-teacher relationships 
in the learning process. As evidenced by a high score in 
the ’’Organization” category, this individual believes that 
classroom materials should be presented in a clear, well- 
organized fashion in order to affect learning. Working 
with words or language (Qualitative) is a very strong 
preference on this profile; building skills for 
understanding people seems also to be a high priority with 
this faculty participant. 
As a ’’Mode of Instruction,” this faculty has a very 
high preference for reading assignments as a primary 
method of introducing new materials. A low score in the 
’’Peer” category indicates that this instructor does not 
believe that interactions among students are important to 
learning; there tends to be no efforts to create and to 
maintain an environment where such interactions take 
place. 
Areas of Interest which received low preferences were 
’’Numeric” and ’’Inanimate” categories. A high score in the 
A-Influence category indicates a strong believe that 
methods do affect learning (see Appendix K). 
Profile No. A6F teaches English and is a ’’mixed” type 
with an ’’Independent/Conceptual” typology. This faculty 
participant prefers to create opportunities for students 
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to work individually toward goals with the use of 
organized, language-oriented materials (Canfield, 1988). 
High scores in the ’’Organization," "Detail," and 
"Goal Setting" categories indicate that this faculty 
participant emphasizes clearly and logically organized 
courses with specifics about what, how and when the work 
is to be done as a condition for learning. She also 
believes that it is important for students to be able to 
modify their goals and to have the opportunity to make 
their own decisions about objectives. A very low score in 
the "Competition" category suggests that this participant 
does not feel that students comparing their work with 
other students is a motivation for and a value to 
learning. The "Instructor" category also received a low 
score indicating that this faculty believes that 
interactions between teacher and student is not necessary 
for learning. 
High scores in the "Qualitative" and "People" 
categories indicates a desire to work with people building 
skills as well as with writing, talking or editing. 
This faculty’s profile indicates high scores in both 
the B- and D-Influence areas suggesting a belief that 
methods do not affect learning (see Appendix K). 
Profile No. A7F teaches English. As a 
"Social/Conceptual," "mixed" typed, this faculty is 
described by the typology as one who prefers to provide 
classroom activities and opportunities so that students 
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can interact with their peers. According to Canfield’s 
typology description, this instructor has a preference for 
both lecture and discussion formats, and would prefer to 
work with language-oriented materials. Scores making up 
this faculty’s profile are consistent with the typology 
description. In the "Conditions for Learning" category, a 
high score on the "Peer" scale suggests that she agrees 
with the importance of peer interaction as an important 
element for learning. This would also suggest that this 
faculty participant would strive to develop and to 
maintain a classroom environment where relationships among 
students are valued. A high score on the "Detail" scale 
indicates the faculty’s belief that providing students 
with specific information on assignments--what is 
expected, how and when they should be completed--is 
important to the learning process. A very low score on 
the "competition" scale suggests that this instructor does 
not place a great deal of emphasis on competition between 
and among students as an important element or condition 
for learning. In the "Areas of Interest" category, she 
has a preference for working with language as evidenced by 
a very high score on the "Qualitative" scale. Again, this 
confirms the typology into which she has been placed. 
This faculty participant’s scores do not indicate a strong 
preference for any of the scales within the "Modes of 
Instruction" category; all scores fall in the average 
range. The absence of a strong preference in this 
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category might suggest an ability to present materials 
utilizing either the Lecturing, Reading, Iconic or Direct 
Experience methods. A low score on the D-Influence scale 
per Canfield indicates that this faculty believes that a 
student’s learning will not be improved by altering 
teaching methods (see Appendix K). 
Profile A8M teaches biology and is a "mixed” type. 
This faculty participant’s typology indicates a 
"Social/Conceptual" preference. According to Canfield 
(1988), this faculty would prefer to have a balance 
between lecturing and discussion. This "mixed" type 
prefers to provide classroom opportunities for students 
interaction. Language-oriented materials are vehicles 
by which this instructor prefers to disseminate 
information. In analyzing this faculty’s profile, there 
are very high scores on the "Organization" and "Authority" 
scales as conditions for learning. These high preferences 
indicate that he sees highly organized course work as 
necessary to effective teaching, and would prefer to 
control classroom activities. In the "Conditions for 
Learning" category, this profile indicates a low 
preference on the "Goal Setting" scale and a very low 
preference in the "Independence" scale. The low "Goal 
Setting" score suggests that the instructor does not 
believe it important for students to make their own 
decisions regarding learning; a very low score on the 
"Independence" scale indicates a belief that learning does 
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not occur when students are given opportunities to work 
independently and to make decisions about what they learn. 
In the "Areas of Interest" category, his profile does not 
indicate any high or low preferences. The "Numeric," 
"Qualitative," "Inanimate," and "People" scales indicate 
average scores. 
As "Modes of Instruction," this faculty has a high 
score on the "Reading" scale which suggests that there is 
a preference for utilizing reading assignments as a tool 
for learning. A very high score on the B-Influence scale 
indicates that this instructor feels that teaching methods 
do affect learning (see Appendix K). 
Profile No. 9F teaches English and is a "pure," 
"Conceptual" type. This instructor prefers to use lecture 
and reading as a means of information dissemination. As 
indicated by Canfield, instructors who are conceptual 
types would tend not to be inclined to utilize every-day, 
real-life situations as teaching strategies. 
A unique profile, none of his preferences for 
"Conditions for Learning," "Areas of Interest," and "Modes 
of Learning" fell within the average profile range. In 
each of these categories, the scales received either "very 
high," "high," "very low," or "low" preference ratings. 
As "Conditions for Learning," there is a preference 
for "Organization" (high score); and "Authority" (very 
high score); "Competition" (high score); and "Authority" 
(very high score). Low scores on the "Peer," "Goal 
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Setting,” "Independence” and "Instructor” scales indicate 
that he believes that learning is affected when students 
interact with each other and with their instructors. A 
low "Independence" score further suggests that he does not 
believe that learning occurs when students are encouraged 
to work independently and to make decisions about their 
learning (see Appendix K). 
In the "Areas of Interest” category (preferred kinds 
of subject matter), he has a very high preference for 
"Qualitative,” leaning toward working words--editing, 
writing or talking (Canfield, 1988). As "Modes of 
Instruction," he prefers "Reading" and "Iconic," as 
evidenced by high scores on these two scales. High 
"Reading" and "Iconic" scores seem contradictory to this 
researcher. On the one hand, he prefers to emphasize 
reading as a teaching tool, and on the other hand, he has 
strong preference for utilizing visual material—not 
reading—to facilitate learning. A high C-Influence 
score expresses his belief that methods do not affect 
learning (see Appendix K). 
Profile No. A10M teaches economics and is a "mixed,” 
”Independent/Conceptual" type. This instructor prefers to 
emphasize independent research and independent work as 
methods of students achieving their goals. 
In analyzing his profile, the following information 
is indicated. Under the "Conditions of Learning” 
category, the "Peer” scale received a very low rating 
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suggesting that he does not believe that friendly- 
interaction among students is important to learning. With 
high scores on the "competition" and "Authority" scales, 
his profiles indicates a concern with controlling the 
classroom, and allowing students to compare their work 
with other students, which enhances learning. A very high 
score on the "Numeric" scale suggests that this instructor 
has a preference for working with logic and numbers. He 
has a tendency toward "Lecturing" and "Reading" as "Modes 
of Instruction." He also believes that methods affect 
learning, as shown by a high score on the B-Influence 
scale (see Appendix K). 
Profile No. A11M teaches biology and is a "pure" type 
whose typology shows a "Neutral" preference. As explained 
by Canfield (1988), a "Neutral" type has no strong 
preferences, and would probably find it easy to adopt an 
instructional technique to any given group of students. 
On his profile, most of the scales appear in the average 
range. 
As a "Condition for Learning," he has a high (low end 
of range) preference for "Independence." This score 
suggests that he believes that learning occurs when 
students ’are given the opportunity to work independently, 
making decisions about what and how they will learn. In 
the "Areas of Interest" category, there were no high or 
low preferences. However, the "Modes of Instruction" 
category reflects a very high preference for "Direct 
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Experience” as a teaching strategy. A strong preference 
on this scale indicates that he prefers to utilize actual 
experience as a teaching tool. Field trips, laboratory 
work or practicums would be preferred strategies for him 
to present new information to students. Also in the 
"Modes of Instruction” category, there are low scores for 
the "Lecturing” and "Iconic” scales, suggesting that he 
would prefer not to use lectures, movies, or charts to 
introduce new information. A very high B-Influence 
expresses his belief that methods do affect learning. As 
mentioned earlier,, his "Neutral” preference typology 
predicts that this instructor would utilize the style 
which best addresses the needs of the students (see 
Appendix K). 
Faculty Profiles: School B 
Profile No. B12M teaches English. As a "pure," 
"Neutral" type this instructor does not have a strong 
preference in how new information is presented. As 
suggested by Canfield (1988), this "type” may find it easy 
to adapt instructional approaches to the needs of a 
particular group of students. On the other hand, however, 
this "type” may also find it difficult to become 
enthusiastic about motivating students. 
True to the description of this typology, he does not 
indicate a strong or negative preference for any of the 
scales within the "Conditions for Learning" category. 
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As an "Area of Interest" (preferred kinds of subject 
matter), he expresses a strong desire for the 
qualitative; that is, working with words or language 
(writing or editing, for example). 
Within the "Modes of Instruction" category (preferred 
manner of presenting materials), he expresses a strong 
desire for reading. (Score on this scale was next to 
borderline which separated "average" preference from 
"high" preference.) A high score on the reading scale 
suggests that he views reading assignments as an effective 
way to learn new information. 
A high score on the C-Influence scale (again, score 
next to "average" preference borderline) indicates that 
this faculty participant feels that methods do not affect 
learning (see Appendix K). 
Profile No. B13M teaches social science and is a 
"pure," "Neutral" type. This faculty member should not 
show any strong preferences for the scales within the 
"Instructor" typology. 
However, upon analyzing his faculty profile, quite 
the contrary is true. There exists strong and very strong 
preferences in each of the three categories on the 
profile, as defined by Canfield. Within the "Conditions 
for Learning" category, he indicates strong preferences on 
the "Peer," "Goal Setting," "Instructor," and 
"Independence" scales. 
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High scores on the peer and instructor scales (score 
on borderline between "average” and "high") suggests that 
he believes that warm and friendly interactions among 
students and between students and instructor are very 
important conditions of learning. A high score on the 
"Independence" scale appears to be a contradiction. This 
scale indicates that the faculty member believes that 
learning occurs when students are encouraged to work 
independently and when students have the opportunity to 
make decisions about how they (students) will achieve 
their goals. A very high score on the "Goal Setting" 
scale shows a strong preference for allowing students to 
change their goals and to make decisions about course 
objectives. A very low score on the "competition" scale 
indicates that he does not place a high value on 
competition among students as a tool for learning. 
As to the kinds of subject matter preferred for 
teaching (Areas of Interest), he has high scores on the 
"People" and "Qualitative" scales. These high scores 
suggest a preference for activities which involve working 
with people (counseling) as well as language or words 
(editing). A very low score on the "Numeric" scale 
indicates little interest in working on activities which 
involve math or logic. 
As a preferred "Mode of Instruction," he has a very 
strong preference for "Direct Experience." This score 
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suggests that he prefers to utilize an experiential (hands 
on) approach to teaching. 
A high score on the B-Influence scale suggests a 
belief by this faculty that methods do affect learning 
(see Appendix K). 
Profile No. B14M teaches English. As a "pure,” 
"Conceptual” type this instructor prefers to work with 
highly organized language-oriented material. 
As evidenced by "high" and "very high" scores, this 
faculty prefers "Competition" and "Detail" as conditions 
for learning. Providing students with opportunities to 
compare their work with each other would be desirable for 
this participant. His students would receive specific 
information about homework—what is to be done, how it is 
to be done, and when it should be completed. Low scores 
on the "Instructor" and "Independent" categories suggest 
that this faculty does not have a preference for warm and 
friendly interactions with his students; he does not view 
interacting with students as important to learning. 
In the "Area of Interest" category, this faculty 
participant prefers to work with words or language as 
suggested by a high score on the "Qualitative" scale. A 
very high score on the "Reading" scale shows a strong 
preference to have students learn new material through 
reading assignments. In the same "Modes of Instruction" 
category, there were low scores on the "Iconic" and 
"Direct Experience" scales, indicating that the instructor 
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does not prefer to utilize visual materials and hands-on 
activities to introduce or to reinforce new information. 
A high score on the D-Influence scale indicates that 
this faculty feels strongly that methods do not affect 
learning (see Appendix K). 
Faculty Profiles: School C 
Profile No. C15F teaches biology and is a "pure," 
’’Neutral” type. According to Canfield, there is no strong 
preference for any of the sets of scales in the 
’’Instructor" typology--this faculty would be able to adapt 
her instructional style to a particular group of students’ 
needs. 
This faculty’s high score on thee "Peer" scale 
reflects the belief that warm interactions among students 
is important to learning. This faculty, therefore, would 
strive to create and maintain a classroom environment that 
would encourage interpersonal relationships among 
students. As evidenced by a high score on the 
"Independent" scale within the "Conditions for Learning" 
category, she expresses a preference for having students 
work independently—deciding how they (students) will 
accomplish their goals. 
A high score on the "Qualitative" scale suggests a 
preference for working with activities which include words 
or language. 
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As a "Mode of Instruction," her very high score on 
the "Reading" scale indicates a strong preference for 
learning utilizing reading materials and assignments as 
primary tools. 
A high score on the A-Influence scale suggests that 
she believes that methods do affect learning (see 
Appendix K). 
Profile C16M teaches English and is a "pure," 
"Conceptual" type. Because of the "Conceptual" 
preference (according to Canfield, 1988), this faculty 
prefers to work with highly organized language-oriented 
materials. 
As a "Condition for Learning," this faculty’s high 
scores on both thee "Goal Setting" and "Instructor" scales 
suggests the belief that warm and friendly interactions 
between student and teacher is important to learning. He 
also believes that students should have the opportunity to 
change their goals and to make decisions about how those 
goals are achieved. A very low score on the "Competition" 
scale indicates that this instructor does not favor 
competition among students as a motivator for learning. 
A very high score on the "Areas of Interest" scale 
indicates that this faculty prefers to work with words or 
language—writing or speaking activities, for example. 
Within the "Mode for Instruction" category, there is 
not strong preference for either of the methods of 
information dissemination, as outlined by Canfield. 
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A high (borderline) score on the A-Influence scale 
indicates that this faculty believes that methods do 
affect learning (see Appendix K). 
Profile No. C17F teaches English and is a "mixed,” 
"Independent/Applied" type. This faculty prefers to 
provide opportunities for students to work individually to 
achieve their goals. According to Canfield’s description, 
this faculty would prefer to utilize classroom materials 
which are related to the real world, and would also not 
prefer to utilize lecture or reading assignments as ways 
to disseminate new information to students. 
With high scores on both the "Peer" and "Instructor" 
scales within the "Conditions for Learning" category, this 
faculty participant believes that warm and friendly 
interactions among students and between student and 
instructor is important to learning. (Canfield indicates 
that individuals in this typology should have low scores 
on both the "Peer" and "Instructor" scales.) A very low 
score on the "Independence" scale suggests that this 
faculty does not believe that learning takes place when 
students work independently—deciding how they (students) 
will reach their goals. 
A very high score on the "Qualitative" scale within 
the "Areas of Interest" category indicates that this 
faculty prefers to work with words or language. (Canfield 
suggests that individuals in this typology should have low 
scores the "Qualitative" scale.) A very low score on the 
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’’Inanimate" scale indicates that this faculty would not 
prefer to work with building or developing things. 
As a preferred "Mode of Instruction," high scores 
indicate a preference for lecturing and assigning readings 
as a primary method of disseminating new information. 
A high B-Influence score indicates this faculty’s 
belief that methods do affect learning (see Appendix K). 
Profile No. C18M teaches biology and is a "mixed," 
"Independent/Conceptual" type. This instructor prefers to 
give his students the opportunity to work along to achieve 
their goals and objectives. There is also a preference 
for using language-oriented materials. As a "Condition 
for Learning," this instructor has "high" and "very high" 
scores on "Organization," "Competition," and "Detail." 
This instructor prefers logically and clearly organized 
course work as a necessity to effective teaching. A high 
preference for detail indicates that he is specific about 
classroom assignments; that is, he emphasizes what is to 
be done, how it is to be done, and when it should be 
completed. He also believes that students should be given 
the opportunity to compare their work as a condition for 
learning—competition would be encouraged. 
"Peer" and "Instructor" as "Conditions for Learning" 
were preferred very low by this faculty participant. 
Basically, this faculty showed a preference for 
controlling the classroom setting and for presenting the 
course material in a logical manner. According to his 
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profile, this participant places very low preference on 
the instructor’s warm and friendly interaction with 
students and students’ interactions with other students as 
a condition for learning. 
A high score on the "Reading” scale suggests that 
this instructor prefers to utilize reading as a method of 
introducing new material. As reflected in a high 13- 
Influence score, this instructor believes that methods do 
affect learning (see Appendix K). 
Profile No. C19M teaches English and is a "mixed," 
"Independent/Conceptual" type. This faculty participant 
prefers to create opportunities for students to work 
toward individual goals. 
High scores on the "Organization," "Detail," and 
"Authority" scales indicate that this faculty member 
prefers logically and clearly organized courses; is 
specific about what assignments are to be done and how 
they should be done; and is concerned with controlling 
the classroom activities. Low scores on both the "Peer" 
and "Instructor" scales suggest that he does not feel that 
interactions between students and faculty and interactions 
among students are important for learning. 
In the "Areas of Interest" category, this faculty has 
a very high score on the "Qualitative" scale indicating 
that he prefers to work with words or language. A very 
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low score on the "People" scale shows that there is not a 
preference for building the skills which are related to 
understanding people. 
In the "Modes of Instruction" category, a very high 
score on the "Reading" scale shows that this faculty 
prefers to utilize reading materials as a method of 
disseminating new information. A very low score on the 
"Direct Experience" scale indicates a low preference for 
using experiential activities to introduce new materials. 
A very high score on the D-Influence scale suggests 
that this instructor believes that methods do not affect 
learning (see Appendix K). 
Table 4 presents a distribution of faculty 
participants’ typologies as indicated by their responses 
on the Canfield Instructional Styles Inventory (ISI). 
Ill 
Table 4 
Faculty Typology Distribution 
Faculty # 
(Course) SA S SC A N C IA I IC 
A1F (Bio.) * 
A2F (Bio. ) * 
A3F (Soc. ) * 
A4F (Bio.) * 
A5F (His. ) * 
A6F (Eng.) * 
A7F (Eng.) * 
A8M (Bio) * 
A9F (Eng.) * 
A10M (Eco. ) * 
A11M (Bio.) * 
B12M (Eng.) * 
B13M (Soc. ) * 
B14M (Eng.) * 
C15F (Bio.) * 
C16M (Eng.) * 
C17F (Eng.) * 
C18M (Bio.) * 
C19M (Eng.) * 
SA=Social Applied 
S=Social 
N=Neutral 
C=Conceptual 
I independent 
IC=Independent 
SC=Social Conceptual IA=Independent Conceptual 
A=Applied Applied 
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Faculty Questionnaire Responses 
Of the nineteen faculty participants in this study, 
18 (93.3%) identified themselves as white; one (1%) was 
identified as African. Nine (47.3%) were males; ten 
(53.63%) were female. The age range of faculty 
participants extended from 38 to over 65. The following 
table represents the highest degrees attained by 
participating faculty: 
Table 5 
Degrees Attained by Participating Faculty 
Doctorate //////////////////////////////// (33.3%) 
Masters + ////////////////////////////////////// (40%) 
Masters //////////////////// (20%) 
Bachelor ///// (6.6%) 
5% 10% 15% 20% 25% 30% 35% 40% 45% 
Thirteen (86.7%) of the faculty participants held the 
rank of full professor; one (6.6%) was an associate 
professor, and one (6.6%) did not respond. 
All but two (13.6%) of the faculty indicated that 
they previously taught at either the elementary, high 
school or four-year level. 
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the core courses presented on the questionnaire, 
reported the following primary teaching areas as 
the following table: 
Table 6 
Distribution 
Among 
of Teaching Core Courses 
Faculty Participants 
Core Course No. of Faculty Percentage 
English 8 42.1 
Biology 7 36.8 
Sociology 1 5.3 
Economics 2 10.5 
History 1 5.3 
Questions three and four on the questionnaire asked 
faculty to indicate what they believed their (faculty) 
teaching and learning styles to be. The following 
responses were given by faculty in answer to Question 
three: What do you believe is your learning style? 
Does it matter? When people in my generation 
attended college, we took notes in class and 
studied books on a long list of required 
texts for each class. We became (whether we 
liked it or not) excellent note takers and 
readers. The current generation is unable (and 
unwilling) to take copious notes and read 
extensively. 
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"Listening and taking notes, rereading notes 
shortly thereafter." 
"By doing. Lecture, discussion, active hands 
on when appropriate." 
"Left brain/right brain activity in learning. 
Memorization, forming bonds of association." 
"I am stimulated by lectures that are not 
read, and by socratic dialog, as well as by 
case studies." 
"Conceptual. In my subject area I enjoy 
applying basic principles to abstract ideas." 
"I believe I learn best from independent study 
especially from written material. But I also 
learn from working with real material in the 
lab." 
"I’m not sure what style means. I have taken 
many courses, love to learn by reading, 
writing papers, listening to lectures, and 
having discussions." 
• 
"I’m a visual learner—associating as much as 
I can with objects/things, etc. to remember 
and understand concepts, trying to make some 
meaning of the information using visual cues 
to ’internalize’ the information." 
"Concrete sequential." 
"Style II." 
"Primarily book/print oriented; reading research 
notetaking skills heavily used; analytical 
approach; working from extensive body of 
material, successively narrowing, also 
interpreting in varied ways without 
necessarily reaching a single conclusion." 
Most of my knowledge (as distinct from information) I 
gain from reading, mostly books and some magazines, 
but few newspapers, except for the op-ed sections. I 
also learn from getting my thoughts down on paper in 
a form that makes sense. And I can learn from 
lectures when they are directed to a specific point. 
I learn very little from casual conversation and 
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nothing from ’talk radio.’ In sum, when I want to 
learn something, I read. I am definitely print 
oriented. 
Several faculty indicated that their teaching style 
was the same as their learning style. Following are 
comments of faculty who did not indicate "same” for 
Question four: What do you believe is your teaching 
style? 
As a teacher of English, I assign much reading 
to my students as I expect college students to 
gain knowledge (of the world, of the views of 
others, of writing techniques and styles) 
from the printed page. In class I ask 
students to deliver oral responses to questions 
they have had put to them in writing well in 
advance of class. These oral responses are to be 
written out in advance of class to allow students to 
get their thoughts into a form that makes sense. I 
lecture for two purposes: (1) to emphasize important 
points of textbook instruction; (2) to motivate 
student behavior. 
"Highly organized and goal/objective oriented; 
primarily lecture and discussion methods, minimum 
audio visual." 
"Style I. " 
"Lecture plus applied instruction in the lab." 
"Lecture, Socratic method/style of teaching." 
"Lecture, ask questions and provoke discussion. 
Written questions asking students to summarize and 
analyze." 
During twenty-two years of teaching, I have used 
every possible method—lecture, discussion, lab, 
tutorial. The ’style’ should fit the course. 
Composition, I feel, should be individualized. 
Reading students, by contrast benefit from a lab 
setting grouped according to reading level" 
Question five asked: Have you ever had a course on 
teaching styles? Five (35%) of the faculty who completed 
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the questionnaire indicated that they had taken a course 
on teaching styles; nine (60%) said that they had not 
taken a course on teaching styles; and one (6.6%) faculty 
did not respond to the question. 
Question six asked the faculty if they ever had a 
course on learning styles. Five (33.5%) faculty said 
they had taken a course on learning styles; nine (60%) 
said they had not taken a course on learning styles and 
one faculty (6.6 %) did not respond to the question. 
Question seven asked faculty if they ever attended 
a workshop on teaching or learning styles. Ten (66%) of 
the participating faculty indicated they had attended a 
workshop on either teaching or learning styles; three 
(20%) had never attended a workshop; two faculty (13.3 
percent) did not respond to the question. Of those 
faculty who answered this question, none (0%) indicated 
ever attending a workshop only on teaching styles; two 
(13.3%) indicated they attended workshops on learning 
styles; eight (53.3 percent) said they attended 
workshop(s) on both teaching and learning styles; and five 
(33.5 percent did not indicate whether or not they had 
attended either a teaching or learning styles workshop. 
Student Returns 
Student participants in this study were only those 
African American students who were listed as potential 
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participants by teachers in the study and were enrolled 
full-time in three participating community colleges in 
Massachusetts. 
Table 7 which follows indicates the number of African 
American students from each of the participating community 
colleges who completed both the Canfield Learning Styles 
Inventory and the Rembert Questionnaire: 
Table 7 
Student Participants 
School 
A 
B 
C 
i o_f Students Participating 
6 
10 
3 
Student participants in the study (19) are 
representative of the total number of students (79) who 
agreed to be a part of the study and were registered at 
one of the three participating colleges. To protect the 
students’ confidentiality, a code was assigned to each 
participant in the study. Due to circumstances beyond the 
researcher’s control, two procedures were utilized to 
identify potential student participants and to administer 
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both the Learning Styles Inventory and the questionnaire. 
An explanation of the procedures follows: 
For Community College A, the researcher was given 
administrative permission to visit the classroom of 
full-time faculty who agreed to participate in the study. 
During the visit, an explanation of the project was given 
to students who were present (instructor not present). 
After the explanation, students indicated their 
willingness to participate in the study by giving their 
names, addresses, and telephone numbers to the researcher. 
Two faculty participants from school A agreed to have 
the researcher administer the Learning Styles Inventory 
during a regularly scheduled class period. Because 
permission was not given by the other faculty participants 
to administer the Inventory during a class period, 
arrangements were made to have students complete the LSI 
and the questionnaire outside of class. The researcher 
secured a room in the college’s library and set aside 
designated times so that students could come in to 
complete the inventory and the questionnaire when their 
time permitted. Students who did not complete their 
inventories and/or questionnaires during a class period 
also reported to the library to complete their assignment. 
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Student Profiles and Typologies 
Students who completed the Learning Styles Inventory 
were asked to respond to thirty questions or statements by 
ranking four responses associated with each question or 
statement. The Canfield Learning Styles Inventory is 
designed as a companion instrument to the Canfield 
Instructional Styles Inventory. The LSI is designed in 
such a way as to categorize student responses into four 
areas: Conditions for Learning; Areas of Interest; Mode of 
Learning and Expectation of Course Grade. The LSI and ISI 
categories and scales are the same, except (1) under Mode 
of Learning, the LSI has a "Listening” scale which 
parallels the "Lecturing” scale on the ISI; and (2) the 
"Expectation for Course Grade" on the LSI parallels the 
"Influence" scale on the ISI. 
Table 8 which follows represents all students (79) to 
whom the Canfield Learning Styles Inventory was 
administered and as they are plotted on the grid based on 
their X and Y values. 
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Table 8 
Distribution of Students by Typology 
Social Applied 
(10) 
Social 
(10) 
Social/Conceptual 
(18) 
Applied Neutral Conceptual 
(3) (8) (ID 
Independent Independent Independent 
Applied Conceptual 
(7) (5) (7) 
Of the total number of students (79) who participated 
in this study, ten (12.7%) preferred "Social/Applied; ten 
(12.7%) preferred "Social;" eighteen ( 22.8%) preferred 
"Social/Conceptual;" three (3.8%) preferred "Applied;" 
seven (10.1%) preferred "Neutral;" eleven (13.9%) 
preferred "Conceptual;" seven (8.9%) preferred 
"Independent/Applied;" five (6.3%) preferred 
"Independent;" and seven (8.9%) preferred 
Independent/Conceptual. Table 9 which follows indicates 
student participants’ percentage by typology type. 
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Table 9 
Student Participants’ Percentage by Typology Type 
Typology Name 
Social Applied 
Social 
Social/Conceptual 
Applied 
Neutral 
Conceptual 
Independent/Applied 
Independent 
Independent/Conceptual 
N = 79 
Typology Percentage 
12.7 
12.7 
22.8 
3.8 
10.1 
13.9 
8.9 
6.3 
8.9 
100.1% 
In addition to placing a student into a particular 
typology type, a profile of a student’s learning styles 
scores is presented on the computer-generated report. 
This profile indicates high, average and low preferences 
of scales within each of the four general categories 
mentioned earlier. Unlike the ’’Influence" category on the 
Canfield Instructional Styles Inventory, the Learning 
Styles Inventory’s complimentary category is ’’Expectation 
for Course Grade.” Based on students’ responses in the 
’’Expectation for Grade" category, an indication of the 
expected student grade is presented. As in the 
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"Influence” category on the ISI, this grade expectation 
category has four scales—A through D where the range is 
from "Outstanding” (student expects an A grade) to "Below 
Average" (student expects a D grade). A description of 
the "Expectation of Course Grade” follows: 
1. A-Expectation - Outstanding 
2. B -Expectation - Above Average 
3. C-Expectation - Average 
4. D-Expectation - Below Average 
Report of Each Student Participants * LSI Profiles 
This section reports on the individual profiles of 
the "Learning Styles Inventory" of those randomly selected 
students (19) from the total number of students (79) 
eligible for the study. The random sampling was 
accomplished by alphabetizing the names of student 
participants from each participating community colleges. 
The researcher selected every fourth name from each of the 
three colleges. The results of the randomly selected 
participants were used to generalize the profiles of 
students from each school. Those student profile scales 
which receive "very high," "high," "very low" and "low" 
scores are highlighted and commented on for each randomly 
selected participant. 
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Student Profiles: School A 
Profile No. A1F is a freshman. Summary scores for 
this student placed her in the "pure" type "Neutral 
Preference" cell on the learner typology. According to 
Canfield, individuals who fall into this typology will 
show no strong preferences for any of the scales in the 
Learner Typology. On the one hand, she may find it 
comfortable to be exposed to a wide range of instructional 
activities/strategies. On the other hand, because of her 
"neutral" preference, she may find it uncomfortable or 
difficult to deal with particular learning activities. 
In further investigating her learning styles scores, 
Canfield’s assertion that there will be no strong 
preferences on scales for persons who are a "Neutral" 
preference is not borne out. In the "Preferred Condition 
for Learning" category, she showed a very strong 
preference for competition, and a strong preference for 
Independence. A high score on the "Competition" scales 
suggests a strong need to compare her accomplishments with 
the accomplishments of other students in the class. The 
high "Independence" score suggests that she would enjoy 
developing her own study plan and would also enjoy working 
independently to fulfill that plan. 
« 
Consistent with Canfield’s predictions about 
"Neutral" preference individuals, she does not show any 
strong preferences in either the "Preferred Area of 
Interest," or the "Preferred Mode of Learning" categories. 
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However, there is indicated a very strong prediction 
from this student that she will perform poorly, of even 
fail, as indicated by a very high score on the 
D-Expectation scale (see Appendix L). 
Profile No. A2F is a sophomore. A "pure” type, this 
student is placed in the "Neutral Preference" typology 
which indicates, according to Canfield, that she will have 
no strong preference for any of the scales on the Learning 
Typology. This student may or may not be receptive to a 
diverse range of teaching strategies. 
In the "Preferred Condition for Learning" category, 
this student did not exhibit any strong preferences for 
any of the available scales. Inconsistent, however, with 
Canfield’s predictions about "Neutrals," this student does 
have strong preferences for scales within both the 
"Preferred Areas of Interest" and the "Preferred Mode of 
Learning" categories. A high score on the "Qualitative" 
scale in the area of interest category suggests that she 
prefers to work with language and words; a high score on 
the "Direct Experience" scale within the preferred mode 
for learning category suggests that she has a preference 
for learning by utilizing "hands-on" exercises or 
activities. 
As an "Expectation for Course Grade," she expects to 
perform at the average level in learning situations as 
125 
indicated by a high score on the C-Expectation scale (see 
Appendix L). 
Profile No. A3F is a freshman. A "pure" type, this 
student was placed in the "Conceptual" typology. 
According to her scores, she prefers to work with highly 
organized language material, and does not have a 
preference for social or independent learning activities. 
As preferred conditions for learning, this student 
has preferences for "Organization," and "Competition." 
Although both of these scale scores are on the borderline 
between average and high (not exactly in the high range) 
they represent the student’s preference from this 
category. 
On the "Preferred Mode for Learning" category she has 
a strong preference for "direct experience," suggesting 
that learning situations which utilize hands-on or 
laboratory experiences would be favorable. 
This student expects that she will perform 
above-average work as indicated by a high score on the 
B-Expectation scale within the "Expectation for Course 
Grade" category see Appendix L). 
Profile No. A4M is a freshman. As a "mixed," 
"Social/Conceptual" type, this student prefers learning 
opportunities where there is interaction with students and 
teachers—working on self-directed tasks would probably 
not be satisfactory for this student. Classroom materials 
which utilize highly organized language is also preferred 
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by individuals who fall into this category, according to 
Canfield. 
As "Preferred Conditions for Learning," he had strong 
preferences on both the "Organization," and "Detail" 
scales. According to his choices, he would prefer 
classwork which is well organized with specific 
information regarding assignments—how they should done, 
when they should be completed, and how they will be 
evaluated. 
In the "Area of Interest" category, his scores 
suggest a strong preference for "Numeric." Individuals 
with a high score on this scale prefer to work with 
numbers and logic. His strong preference on this scale is 
inconsistent with Canfield’s indication that individuals 
in the "Social/Conceptual" category will show strong 
preference for "qualitative;" that is, a desire to work 
with words or language. 
In the "Mode for Learning" category, this student did 
not show strong preferences on any of the four available 
scales. According to Canfield, "Social/Conceptuals" 
should show a high score on the "Reading" scale. Although 
his reading preference received a higher score than the 
others, it is still within the average range. 
His high score on the "B-expectation" scale indicates 
that he expects to perform at an above average level in 
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learning situations. This prediction of success is 
confirmed by a high score on the "Expectation for Course 
Grade" scale (see Appendix L). 
Profile No. A5F is a sophomore. As a 
"Social/Conceptual," "mixed" type, this student would tend 
to be more comfortable in learning situations where there 
are opportunities for interaction between students and 
teachers. This student would tend to favor instructors 
who used well organized, language-oriented materials as a 
means of introducing new information, or to reinforce 
previously introduced information. 
A very high score on the "Organization" scale in the 
"Preferred Condition for Learning" category suggests that 
she has a strong preference for coursework which is well 
organized; there is a desire to know how and why things 
happen, and in what sequence. 
A high score on the "Numeric" scale indicates that 
there is a strong preference for working with numbers and 
logic as a preferred area of interest. 
A very high score on the Reading scale indicates that 
she prefers to accomplish learning through the use of 
printed materials--articles, books. Classroom assignments 
which can be completed through reading an article or a 
textbook, for example, will be highly favored by this 
student. 
The "Expectation for Course Grade" category does not 
reflect any strong preferences for how this students 
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predicts she will perform in learning situations. All of 
the scales within this category fell within the average 
range (see Appendix L). 
Profile No. A6F is a student who did not indicate his 
class status—freshman or sophomore. As a "pure,” 
"Conceptual" type, this student prefers to work with 
highly organized language-oriented materials. According 
to Canfield, as a pure Conceptual type, she would not have 
a clear preference between social (peer interaction) and 
independent (self-directed projects) learning situations. 
As preferred conditions for learning, she scored high 
on both the "Organization” and "Detail" scales. Strong 
preference for the Organization scale suggests a desire to 
work with well organized course materials and to receive 
relevant course assignments. A very high score on the 
"Detail" scale indicates that she prefers to have specific 
information about course assignments--how they are to be 
done, when they should be completed, and by what method 
they will be evaluated. 
Her high score on the "Qualitative" scales indicates 
a preference for working with words or language--writing 
or editing assignments, for example. 
As a preferred "Mode for Learning," she favors 
"Listening" as the primary method for obtaining new 
information. According to Canfield, individuals in the 
"Conceptual" category would prefer listening activities 
more than "Reading," "Iconics," or "Direct Experience." 
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Her scores on the "Reading” scale, for example, is almost 
as high as her listening score, indicating that there is 
not a strong preference for one or the other. 
A high score on the A-Expectation scale indicates 
that she predicts doing excellent work in learning 
situations (see Appendix L). 
Student Profiles: School B 
Profile No. B7M is a sophomore. Based on X and Y 
values, this individual is placed in the "Social" cell of 
the learner typology. According to Canfield, this 
suggests that this student prefers to have opportunities 
to interact with his/her peers and instructors. Classroom 
strategies which utilize team work and small group 
exercises or projects are preferred by this student. 
A very high score on the "Authority" scale indicates 
that there is a strong preference for controlled, formal 
classroom situations. A high score in the "Organization" 
scale indicates a desire for information regarding why 
events occur in a particular order or sequence. In the 
"Preferred Area of Interest" category, this student had a 
high score on the "Inanimate" score which suggests that 
there is a desire to repair, operate, or design equipment. 
The "People" category received a low score suggesting that 
he does not desire to work with other people. There is a 
strong preference for "Direct Experience" as a "Mode for 
Learning" as evidenced by a very high score on this scale. 
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There is a need to work "with” things; the need to 
manipulate materials or objects being studied. This 
student’s strong prediction of success is demonstrated by 
a high A-Expectation score as well as a high "Expectation 
for Course Grade” score (see Appendix L). 
Profile No. B8M is a freshman. A "mixed" type 
preference puts this student into the 
"Independent/Conceptual" category. Being of this type, he 
prefers to work alone toward educational goals and prefers 
to utilize materials which are well organized. 
His profile of learning scores indicate a very high 
preference for "Competition" and "Authority" within the 
"Preferred Condition for Learning" category. A high score 
on the "Competition" scales suggests that he values having 
performance compared to that of other students in the 
class; competition is viewed as important to learning. An 
instructor who would divide the class into teams for a 
competitive activity would appeal to this student, for 
example. The high "Authority" score indicates a strong 
preference for formal learning situations which are well 
controlled. 
Very low scores on the "Peer" and "Instructor" scales 
are suggestive of the fact that he is not likely to prefer 
friendly interactions with peers and instructors. In the 
"Preferred Area of Interest," the "Qualitative" and 
"People" scales received high scores. A high preference 
for the Qualitative reflects a tendency for student to 
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like working with words and language. Classroom 
activities such as conversations and discussions would 
favorably appeal to this student. As indicated by 
Canfield, a high score on the "People” scale suggests that 
he would prefer to work with or around people--this does 
not necessarily mean that the student prefers to work with 
other students in a supportive way, however. 
As a preferred "Mode of Learning," he has a strong 
preference for "Listening," as evidenced by the high score 
on this scale. This suggests that he prefers the auditory 
sensory channel for learning (Canfield, 1988). This 
student is likely to favor classroom lectures and 
presentations as a way of gaining new information as 
opposed to reading about the new information. A low score 
on the "Direct Experience" scale suggests that he does not 
have a strong preference for learning situations which 
require working with or coming into contact with materials 
or situations. 
In the "Expectation for Course Grade" category, the 
student’s high score on the D-Expectation scales reflects 
a prediction of doing poorly, or even failing (see 
Appendix L). 
Profile No. B9F is a freshman. Combined summary 
scores plots her on the learner typology as a "mixed," 
"Social/Applied" type. There is a strong preference for 
opportunities which require interaction among students, 
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and there is a preference for classroom activities which 
deal with real-world situations and experiences. 
As a preferred "Condition for Learning," her high 
score on the "Peer" scale indicates a strong preference 
for developing warm, friendly relationships among peers as 
a prerequisite to learning. Low scores on both the 
"Organization" and "Goal Setting" scales suggest that this 
student has a low preference for why things happen in a 
particular manner and is usually not concerned with 
establishing goals and objectives as the primary step to 
learning. Establishing friendly relationships is a 
quality which is valued and developed. 
In the preferred "Area of Interest," she has a very 
high preference for "Inanimate" as reflected by the score 
on this scale. Her high score on this scale reflects a 
desire to be involved in activities which include the 
design, repair or operation of equipment or things 
(Canfield, 1988). For example, there would be a 
preference to working with simulators or working models, 
rather than working with groups of people. A low score on 
the "Qualitative" scale indicates that she would prefer 
not to deal with language--writing, talking—as a way to 
gain new knowledge. 
A high score on the "Direct Experience" scale 
reflects her strong preference to learning situations 
which require actual contact with materials or situations. 
This preferred mode of learning is characterized by the 
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student’s desire to deal with real-life situations as a 
means of learning. A very low score on the "Listening” 
scale suggests that she would not prefer to receive 
primary instruction through lectures or class discussions. 
In the "Expectation of Course Grade" category, her 
high C-Expectation score indicates the expectation of 
doing average work; the student is predicting average 
success (see Appendix L). 
Profile No. B10F is a freshman. As a "mixed" type, 
"Social/Conceptual" she demonstrates a strong preference 
for opportunities to interact with peers and with 
instructors. As a "Social/Conceptual" typology, this 
student would also prefer to utilize highly organized 
language oriented materials as tools for learning new 
information. 
As a "Condition for Learning," she has a very strong 
preference for "Organization." A high score on the 
"Organization" scale indicates a strong desire to know 
what things happen and in what way (sequence) they happen. 
A high score on the "Detail" scale suggests that she 
prefers to have specific details regarding classroom or 
outside assignments--how they should be done, when they 
should be done, and how they will be evaluated. The 
"Independence" scale received a low score suggesting that 
frustration might result if she is required to perform 
self-directed tasks. 
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In the "Area of Interest” category, she shows a very 
high preference for "Numeric," indicating a strong desire 
to work with numbers, computations, or other mathematical 
manipulations (Canfield, 1988). This student would enjoy 
data analysis, for example. A very low "People” scale 
score indicates that she would prefer to work 
independently, and not as part of a group or team. 
As a preferred "Mode of Learning," she indicates a 
strong preference for "Reading” (books, magazines, 
articles and other printed materials) as a way of 
acquiring new knowledge. A very low "Iconic" scale score 
suggests that she would prefer not to utilize "nonword 
media" (movies, slides, graphs) as the primary way to 
receive new information. 
A high score (low end of range) on the 
C-Expectation scale indicates that this students expects 
to perform at the average level in varied learning 
situations (see Appendix L). 
Profile No. BUM is a freshman. A "mixed" type, this 
student is plotted in "Social/Applied" cell of the 
learning typology. According to this typology, he would 
welcome opportunities which require interaction with peers 
and instructors. As explained by Canfield, individuals in 
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this typology prefer classroom activities which are 
related to real-word situations (role plays, group problem 
solving). 
A high score on the "Peer" scale suggests that he 
views developing and maintaining warm, friendly 
relationships with other members of the group as an 
important aspect of learning and development. 
As a preferred Area of Interest, he shows a strong 
preference for "People." A high score (low end of range) 
on this scale suggests that this student has a preference 
for working with and around people rather than with 
numbers or with things. (As indicated by Canfield, 1988, 
working with and around people may not necessarily 
indicate that the individual is being supportive of or 
friendly to the group. It simply implies that as the 
individual performs, there is a preference to be in the 
company of other people.) 
As a preferred "Mode of Learning," he shows a strong 
preference for "Direct Experience," which suggests a 
desire for learning situations where contact can be made 
with materials or topics which are being studied. 
For him, there are no strong preferences in the 
"Expectation for Course Grade" category--A through 
D-Expectations received average scores. The "Total 
Expectation" scale, which is an average of scales A, B, C, 
and D suggests that he expects to perform at an average 
level in learning situations (see Appendix L). 
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Profile No. B12F is a sophomore. As a "mixed,” 
"Social/Applied" type, this student’s scores indicate a 
preference to opportunities which allow for interaction 
between students and instructors. Classroom activities 
which approximate real-world experiences are welcomed by 
those who fall into this the "Social/Applied" category. 
In analyzing her profile of learning styles, there 
are high scores in three of the eight scales which make up 
the "Condition for Learning" category. A high score on 
the "Peer" scale indicates that developing and maintaining 
warm, friendly, interpersonal relationships is viewed by 
this student as an important aspect to learning and 
developing. A high score on the "Instructor" scale 
indicates that she has a preference for classroom 
situations or experiences which require the establishment 
and maintenance of warm and friendly relationships with 
the instructor. Low scores on the "Organization," 
"Detail," and "Authority" scales indicate that the 
logical, systematic coverage of material; specific 
information about how and when assignments are done; and 
being in a well-controlled environment are qualities which 
are not as important as having opportunities to interact 
with peers and instructors. 
A high score on the "People" scale indicates that she 
has a strong preference for activities which involve 
people. That is, there is a desire to be in the company 
of individuals when tasks are being performed. There may 
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or may not be the desire to be supportive or friendly with 
others. 
As a preferred "Mode of Learning," this student 
indicates a preference for "Iconic," that is, a desire to 
utilize graphics or some other pictorial tools as a means 
of acquiring new information. 
In the "Expectation for Course Grade" category, she 
shows a very strong preference or prediction for 
performing poorly (D-expectation), or failing. There is 
also a high score on the C-expectation scale which 
indicates a prediction to do average work in learning 
situations. (Canfield indicates that it is highly unusual 
for there to be a very strong preference on the 
D-expectation scale.) For this student, both the A- and 
B-expectation scales have very low scores. With two very 
low expectation scores and two high expectation scores, 
the "Expectation for Course Grade" scale indicates an 
average which strongly suggests that she is predicting 
poor or failing performance in learning situations (see 
Appendix L). 
Profile No. B13F is a sophomore. As a "pure" type 
this student is plotted in the "Applied" cell of the 
learner typology grid. As a member of this pure type, she 
has a preference for instructional activities which 
relate to everyday, real-world situations. Lectures and 
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reading assignments as methods of introducing new 
materials or information would not be a preference of this 
student (Canfield, 1988). 
As a condition for learning, her scores indicate a 
high preference for "Competition," and "Independence.” A 
high "Competition" preference suggests that she believes 
that comparing performance with peers is an important 
aspect of learning. This "comparison need" (Canfield, 
1988) represents the student’s need to compare classroom 
performance to the work of other students. The high 
"Independence" preference indicates that this student 
prefers to work independently of other students; that 
there is a preference for personally establishing methods 
for achieving goals and objectives. 
Having a high score on the "Independence" scale seems 
to be a contradiction of the typology into which this 
student is placed. According to Canfield, individuals who 
fall into the "Applied" category will have no strong 
preferences for social or independent activities. Yet, 
this student’s score clearly expresses a desire for 
independent activities. 
According to her scores in the "Areas of Interest 
category, no high preferences on the four available scales 
of "Numeric," "Qualitative," "Inanimate," and "People" are 
indicated. 
The method by which she prefers to receive new 
information is indicated by a very high score on the 
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"Iconic" scale in the "Mode for Learning" category. This 
high preference suggests that learning or acquiring new 
information through graphic or visual means—rather than 
through language—has a strong appeal for this student. 
According to her "Expectation for Course Grade," 
there is indicated a strong prediction of success as 
indicated by a high A-Expectation scale score (see 
Appendix L) . 
Profile No. B14F is a sophomore. As a "pure," 
"Conceptual," her typology indicates a preference for 
instruction which primarily utilizes highly organized 
language-oriented concepts (Canfield, 1988). Classroom 
strategies which focus on having students induce concepts 
from everyday experiences would probably not be of 
interest to her. 
As indicated by a high score on the "Competition" 
scale, there is a strong preference to compare classroom 
performance to that of other students as an important 
aspect of learning. As explained by Canfield (1988), 
individuals whose scores place them in the "Conceptual" 
typology should have a high score on the "Organization" 
scale within the "Condition for Learning" category. Scale 
scores for this individual do not bear out the above 
assertion. 
As a preferred "Condition for Learning," this student 
has a strong preference for "Competition." A high score 
on this scale suggests that she believes that performance 
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comparison is important to learning. Competition, rather 
than friendly interaction with peers, for example, would 
be valued by this student as a preferred quality for 
learning. 
Her high score on the "Qualitative” scale indicates 
that she has a strong preference for dealing with language 
(writing, editing, talking) in learning situations. 
Utilizing these qualitative symbols would be ranked more 
highly than would the types of activities involved with 
interacting with other students, for example. 
Her scores on the scales with the preferred "Mode for 
Learning" category did not receive any high scores; each 
of the scale scores fell well within the average range. 
However, "Listening" and "Reading" received scores on the 
high end of the average range. Again, the results in this 
category are inconsistent with Canfield’s assertion that 
individuals with a "Conceptual" typology would be 
identified by a high reading score. 
A very high score on the A-Expectation scale 
indicates that she anticipates doing excellent work in 
learning situations. The "Expectation for Course Grade" 
which is also very high confirms Canfield’s strong 
prediction for success (see Appendix L). 
Profile No. B15F if a sophomore. As a "mixed" type, 
this student’s scores placed her in the 
"Independent/Applied typology. According to Canfield, 
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students in this typology prefer to work alone in 
achieving their goals; they prefer to work on materials 
related to the real world. 
In the ’’Conditions for Learning” category, this 
student expresses strong preferences for ’’Organization,” 
and ’’Detail.” A very high score on the organization scale 
suggests a preference by this student to have clearly 
organized course work and relevant classroom assignments. 
There is also a need by students in this typology to know 
why things happen and in what order they happen. Her high 
score on the ’’Detail” scales indicates her desire to have 
specific instructions pertaining to any classroom or 
outside assignments. 
As a preferred ’’Area of Interest,” her high score on 
the ’’Numeric" scale suggests that she would prefer to work 
with numbers and logic—the manipulation of numbers would 
be a satisfactory activity for this student. 
As a preferred "Mode of Learning,” this student’s 
very high score on the ’’Direct Experience” scale suggests 
a strong preference for actually coming in contact with 
topics or materials which represent new information. She 
would find laboratory work to be a satisfactory activity, 
for example. 
As evidenced by a high score on the A-Expectation 
scale, this student predicts a high level of success in 
learning activities (see Appendix L). 
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Profile No. B16M did not indicate his class status-- 
freshman or sophomore. As a "pure," "Neutral" type, this 
student, according to Canfield, does not have a strong 
preference for any of the typology scales. He may be able 
to adjust to any of the typologies given a particular 
learning situation. 
This student’s scores demonstrates a very strong 
preference for "Authority" as a preferred condition for 
learning. This preference suggests a desire to have a 
formal well controlled learning environment with the 
instructor as authority. A very low score on the 
"Instructor" scale indicates that this students does not 
feel that a warm, friendly relationship with the 
instructor is important to the learning process. 
As a "Preferred Area of Interest," his scores 
indicate a preference for the "Inanimate" scale. That is, 
he prefers to work with things or equipment—building, 
repairing designing, or operating. 
A high score on the "Iconic" scale indicates a 
preference for utilizing graphics or visuals to acquire 
new information. 
This student expects to perform at an "above-average" 
level, as indicated by the high score on the 
B-Expectation scale (see Appendix L). 
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Student Profiles: School C 
Profile No. C17F is a sophomore. As a "mixed” type, 
this student’s scores places her in the 
"Social/Conceptual” typology. The description within this 
typology suggests that she would prefer to have 
opportunities to interact with other students as well as 
the instructor in learning situations. As indicated by 
Canfield, she would also prefer to work with "conceptually 
organized" materials. 
A high score on the "Peer" scale, indicates that this 
student prefers to have opportunities to develop and 
maintain warm and friendly interactions with fellow 
students. She would consider this an important aspect of 
the learning process. There were no very low scores on 
any of the other scales within the preferred "Condition 
for Learning" category. 
In the preferred "Area of Interest" category, a high 
score on the "People" scale shows her preference for 
working with other people as opposed to things. 
In the Mode for "Learning" category, a very high 
score on the "reading" scale indicates her strong 
preference for utilizing reading assignments or materials 
to gain new information. 
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As shown by a high score on the A-Expectation scale, 
she expects to do excellent work in learning situations 
(see Appendix L). 
Profile No. C18M is a freshman. As a "mixed” type, 
this student’s scores placed him in the 
"Social/Conceptual" typology. Students in this typology 
prefer to have opportunities to interact with other 
students and with the instructor. There is also a 
preference for working with language oriented, 
conceptually organized materials. 
As preferred "Conditions for Learning" this student’s 
scores indicate a preference for "Peer," "Organization," 
and "Authority." A high "peer" scale score shows a 
desire to work with other students in learning situations; 
a high "organization" scale score indicates a desire to 
receive well organized course work and relevant 
assignments; a very high score on the "Authority" scale 
suggests a desire to have a well controlled, formal class 
setting. A very low score on the "Independence" scale 
indicates that this student would not prefer to work 
alone. 
In the preferred "Area of Interest" category, he 
expressed a strong desire for working with words or 
language as indicated by a very high score on the 
"Qualitative" scale. 
A high score on the "Listening" scale shows his 
strong preference to hearing speeches or lectures as a 
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preferred "Mode for Learning" and the method through which 
primary information is gathered. 
In the "Expectation of Course Grade" category, he 
strongly predicts an above-average performance in learning 
situations (see Appendix L). 
Profile No. C19F is a sophomore. As a "mixed" type, 
this student’s scores placed her in the 
"Independent/Applied" typology. This placement indicates 
her preference to work alone to meet goals and objectives; 
it also indicates her desire to work with materials which 
are closely related to real-world situations. 
The "Peer," "Goal Setting." and "Independence" scales 
received high scores as preferred "Conditions for 
Learning" for this student. A high "Peer" score indicates 
the student’s desire for opportunities to interact with 
other students (teamwork is valued). A high "Goal 
Setting" score suggests that she finds validity in setting 
and working toward her own goals—she would welcome 
feedback relative to her goals, but would desire to set 
them for herself. A high "Independence" scale score 
indicates her willingness to work along to achieve her 
goals. 
A strong preference is given by this student for 
"Inanimate" as a preferred "Area of Interest." She would 
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prefer to work with things or equipment—building, 
repairing, or operating. 
In the preferred ’’Mode of Learning" category, she 
expresses a strong desire for "Iconic," being able to 
receive new information through the use of visuals or 
graphics—charts, diagrams, videotapes, for example. 
As evidenced by a very high score on the 
D-Expectation scale, this student does not predict success 
for herself. Such a high score predicts doing 
poorly or even failing (see Appendix L). 
Table 10 represents a distribution of student 
participants’ typologies as indicated by the results of 
their responses to the Canfield Learning Styles Inventory. 
(Note: Beside each student identification number, the 
corresponding faculty number for that student is shown in 
parenthesis.) Table 10 appears on the next page. 
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Table 10 
Student Typology Distribution 
* 
Student No. 
(Faculty No.) SA S SC A N C IA I IC 
A1F (A9F) * 
A2F (A8M) * 
A3F (A8M) * 
A4M (A11M) * - 
A5 (A10M) * 
A6F (A8M) * 
B7M (B14M) * 
B8M (B12M) * 
B9F (B12M) * 
B10F (B14M) * 
BUM (B12M) * 
B12F (B13M) * 
B13F (B14M) * 
B14F (B12M) * 
B15F (B13M) * 
B16M (B12M) * 
C17F (16M) * 
C18M (19M) * 
C19F (C17F) * 
Note: SA=Social Applied C=Conceptual 
S=Social IA=Independent Applied 
SC=Social Conceptual I=Independent 
A=Applied IC=Independent 
N=Neutral Conceptual 
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Student Questionnaires 
As indicated in Chapter 3, the Rembert questionnaire 
was administered to those students who were randomly- 
selected to participate in this study. The questionnaire 
was designed to gather brief biographical data on each 
student and to elicit feedback from students on the 
following: (1) classroom environment; (2) interaction 
with the instructor; and (3) prediction of success, (see 
Appendix M). 
Biographical data such as gender, age, major and 
number of semesters in college was solicited from each 
student as a part of the questionnaire. Specifically, the 
questions utilized to gather information about the 
classroom were the following: 
1. Describe the environment (atmosphere) in your 
class. 
2. Are you comfortable making contributions to 
class discussions? 
3. Do you think the instructor values your opinion? 
Explain. 
4. Describe your "in-class" interactions with the 
instructor. 
5. Describe your "out-of-class" interactions with 
instructor. 
6. Do you believe that you will graduate from this 
community college? 
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Student participants were also given an opportunity 
at the end of the questionnaire to write any additional 
comments (later thoughts) which they felt would clarify or 
add to their responses on the questions. 
Question one asked students to describe the 
environment (atmosphere) in their class. The responses to 
this question varied widely among students. Some students 
responded in relation to the instructor; others responded 
by using their peers to describe classroom atmosphere as 
indicated below: 
The environment in my _ class was 
somewhat friendly even though there were 
75 students in the class. Most of the 
students had a lot of fear and (sic) very 
apprehensive. I believe that is what drew 
the students to each other. 
"Everyone shared an interest in the course, 
therefore I feel the atmosphere was very 
full with the desire to learn." 
"Most students think to (sic) know more 
than others. And perhaps they do, but it 
makes me uncomfortable. 
"Either it’s too tense or the people in the 
class just seem like they don’t care about 
anything but getting up and out." 
"Many ethnic backgrounds that were eager to 
learn as much as they could." 
"The atmosphere was very comfortable. The 
instructor tried to make us feel important." 
There were some students who chose to describe classroom 
atmosphere in terms of the instructor: 
"It was normal, our teacher kept control of the 
class." 
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This student did not elaborate on what "keeping control" 
meant. Did it mean that the class was orderly? well 
behaved and interesting, or did it mean that the class was 
orderly? behaved and boring? From that response, the 
researcher has no way of distinguishing which of these 
meanings the student intended. Yet, other students were 
very clear in what they meant by control: 
"Very controlled, but very high standards 
imposed. But at times I got the feeling he had no 
patients (sic) and would explain things to his own 
satisfaction not to the students understanding." 
"Sometimes I feel tense and miserable because I 
don’t have a chance to say what I think." 
"Very much under control through the teacher’s 
standpoint. A lot of neglect. A log of 
jealousy from the other students." 
Question two asked students if they were comfortable 
making contributions to class discussions. In response to 
this question regarding contributions, students’ answers 
referred to peers as well as the instructor. 
"This depends, if I’m sure of a subject I won’t 
hesitate to speak or if the other students in 
class are not so critical. If I’m not sure or if 
the classroom environment is critical I will not 
speak." 
"No. Because I feel like I’m being judged. 
I have never liked to ask questions, read or 
participate in class discussions due to past 
experiences. I don’t mind being criticized, 
but I hate being laughed about." 
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Yet, another student expresses the inability the speak out 
and to contribute. 
"No. I really don’t contribute to class 
discussions because sometimes its too tense. 
You feel all closed up and then nothing comes 
out. " 
Another student is ambivalent about feelings of 
contributing to classroom discussions. 
"Yes and no. Sometimes I feel comfortable 
because the professor is eager to hear 
responses and other times the professor 
treats me and other students as if we are taking 
up _ time by asking questions." 
The following student’s response to this questions 
suggests a frustration at not having a "balanced" 
discussion of issues raised during the class. 
"No. Because with most of the students being 
_, most of the discussions were one sided." 
The student’s ability to contribute to class 
discussions is sometimes inhibited by the size of the 
class—sheer numbers may prohibit a student from 
participating. 
"Sometimes I get a chance. The class was 
too big so had to wait until after class for a 
question and even then too much people in 
way for teacher to answer." 
In answer to this question two older students explain: 
Yes, I am an older, non-traditional student, 
older than most of the students, so some 
respect is accorded me due to the fact that 
they are young enough to be my children. 
Class all seem to pay close attention when 
I comment, even the professor." 
Before making any contributions to my class 
discussion, I would think out the question 
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before answering, not always sure that I 
would be correct, therefore, I would 
hesitate, and in doing so, another student 
would answer and often finding out that I was 
correct.M 
In response to the same question, a more confident student 
answers: 
"Yes, because I may have read up on the 
subject. Also, I am very outspoken and 
realize that individuality is part of one’s 
makeup." 
Question three asked students if their instructors 
valued their opinions in class. Responses to this 
question generated firm "yes" or "no" answers. Student 
respondents appeared to be more definitive about their 
feeling regarding whether or not their opinions were 
valued by the instructor. Those who felt that their 
opinions were not valued expressed the following views: 
"No. Because it seem like he had a thousand 
other things on his mind. He look at 
everything as an excuse." 
"I feel that the professor valued his 
own opinions more than he did the students. 
He felt they should know as much as he did." 
"I don’t like when a student makes a suggestion 
or opinion and have other students or the teacher 
embarrass a student which I feel may create a 
slight complex." 
To a certain point because I have asked 
her about certain things that I have been 
studying on my own, going to workshops and 
have some doctors inform me of the subject 
and approach her and she totally disagrees 
and sticks to her opinion and belief. 
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’’The instructor would explore the opinions 
only if they were from an adult perspective, 
no stupid answers or questions allowed.” 
Students who responded affirmatively to this question had 
the following explanations: 
’’The instructor did not cut me off or 
seem annoyed by my opinions. She always 
listened with interest to what I had to say.” 
"Yes she does and will give you her opinion 
also in a positive way to help you if your (sic) 
wrong.” 
"Yes. Refused to simply stand in front of 
class and just lecture. Required some 
participation from students." 
"Yes, because whenever I had a problem and 
expressed my point of view, my instructor was 
receptive to my needs." 
Several student participants simply answered "Yes" to this 
question and did not elaborate. 
Question four asked students to describe their in- 
class interactions with the instructor. The range of 
responses to this question varied from "positive" to "very 
little." 
"Sometimes when I don’t understand something, 
I feel uncomfortable asking a question in class 
so I wait until after class." 
"Positive, because during class I sat in the 
back row and was getting A’s so whenever I 
raised my hand I was recognized." 
"Very little interaction." 
"Very limited, I’m usually just a listener." 
"The instructor was very fair in her opinions 
of my work. Because of her willingness to 
listen and her interest, I was eager to do 
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my best without tension and therefore helped 
with our interaction and communication." 
My interactions in class with my instructor 
on the most part was very good. He new (sic) 
that I was a mature adult, and he may have 
felt that I would have much to contribute to 
the class. However, he’d say things on test 
day that, ’Today I will burn a lot of you.* 
Therefore, what confidence I would have in 
myself would all but go out the window. 
"Very pleasant, friendly, talkative concerning 
misunderstanding of a topic." 
Not really much interaction, but when 
there was some, I received the answers and 
the help that I needed. The instructor 
wasn’t very concerned with the interests of 
the students. There wasn’t much time spent on 
incorrect answers. The professor treated the 
students as if they should know everything 
regardless if they studied it or not. I feel 
this professor is only there for the money and 
not the interests and well being of the students. 
"Not much because sometimes he could make you 
feel small for asking or giving bad responses." 
"I don’t have much to say to the instructor. 
In class the air feels so tense when I try 
to speak I could almost choke." 
"My in-class interactions with my instructor 
is not that much for the simple fact I do 
most of my work independently." 
"If I have a question for the instructor, 
I always ask and he always answers." 
"NONE." 
"Good." 
"I just answer questions when the teacher ask me. 
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Question five asked students to describe their out- 
of-class interactions with the instructor. Students’ 
responses to this question were much less positive or 
encouraging. 
"I’d go to see him and he’d be uneasy, he 
couldn’t be still for a minute, he’d always 
seemed to be sharp with people--he always 
emitted the air that , ’I’m running this show." 
"Don’t have any." 
"Never really spoke to her outside the class." 
"No out of class interactions." 
"Very little, but friendly." 
"Hello, and how are you (in passing)." 
"I don’t interact out of class. I have to 
go to work and don’t have time." 
"We don’t have any." 
"There is none. Only if I have questions on 
homework assignments for a class that I missed." 
There were several students who had positive out-of- 
class interactions with their instructors, as evidenced 
by the following comments: 
"They were usually like sitting with a friend." 
"A very nice lady who had interest in my 
problems and also gave me advice on them" 
"Friendly, Ms._ will speak to you and 
strike up a conversation if she sees you off 
campus." 
"Very good because if material was too hard 
to understand he would go over it and my 
notes until I understand." 
"Friendly. Usually I’m the one that keeps the 
professor student relationship going." 
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"Friendly, but still formal." 
"Friendly, personal." 
Question six asked students if they believed that 
they would graduate from community college. Of the 
randomly selected students in this study, all of 
them indicated that they would graduate. 
As indicated earlier, a space was given at the end of 
questionnaire which gave students the opportunity to write 
additional comments to the above questions. Of the 
students selected for the study, only a few took the 
opportunity to write additional comments—their comments 
follow: 
The class was very well run, however, a lot 
of the white students seemed jealous of us 
blacks. Also, they try to run the class and 
were given a little more grace on some exams. 
Nevertheless above and beyond the class was 
very informative and I did learn a lot in 
certain areas. 
"Professor _ would shoot through the 
lectures so fast... I’d learn mostly from 
the text and other students." 
"Teachers should take one day out for giving full 
attention to students who need it. And let those 
who understand be excused." 
Data from Table 4 and Table 10 have been combined to 
show student and faculty "match" or "mismatch" between 
preferred learning and teaching styles (Table 11). 
Further analysis of Table 11 appears in Chapter 5. 
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Table 11 
Student/Faculty Typology—Match or Mismatch 
Student 
Number 
Faculty 
Number 
Student 
Typology 
Faculty Match 
Typology Yes No 
A1F A9F Neutral Concep. X 
A2F A8M Neutral Soc. Concep. X 
A3F A8M Concep. Soc. Concep. X 
A4M A11M Soc. Concep. Neutral X 
A5F A10M Concep. Indep. Concep • X 
A6F A8M Concep. Soc. Concep. X 
B7M B14M Social Concep. X 
B8M B12M Soc. App. Neutral X 
B9F B13M Soc. App. Neutral X 
B10F B14M Soc. Concep. Concep. X 
BUM B12M Soc. App. Neutral X 
B12F B13M Soc. App. Neutral X 
B13F B14M App. Concep. X 
B14F B12M Concep. Neutral X 
B15F B13M Indep. App. Neutral X 
B16M B12M Neutral Neutral X 
C17F C16M Soc. Concep. Concep. X 
C18M C19M Soc. Concep. Indep. Concep • X 
C19F C17F Indep. App. Indep. App. X 
Concep.=Conceptual 
Ind.=Independent 
Soc.=Social App.=Applied 
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Table 12 summarizes the current status of the 
students in the study. The table graphs each student in 
the context of ”pass/fail," and "school retention." 
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Student Status 
Table 12 
Relative to Selected Criteria 
Student Number Pass/Fail Status* 
A1F P NE 
A2F P NE 
A3F P W (school) 
A4M P NE 
A5F P NE 
A6F W (class) R 
B7M P R 
B8M F R 
B9F F W (school) 
B10F P R 
BUM P W (school) 
B12F P W (school) 
B13F P W (school) 
B14F W (class) R 
B15F P R 
B16M P NE 
C17F P R 
C18M P R 
C19F P R 
♦Note: NE = Not Enrolled; W = Withrew; R = Retained 
CHAPTER V 
SUMMARY, CONCLUSIONS AND RECOMMENDATIONS FOR FURTHER 
RESEARCH 
The purpose of this study was to document the 
preferred teaching styles of selected full-time community 
college faculty in three community colleges in New 
England. Another purpose was to ascertain whether 
preferred teaching styles which match pupil learning 
styles had an impact on the retention of selected, full¬ 
time African-American students enrolled at these 
institutions. 
Six assumptions were developed to guide the study. 
The study was conducted using companion Canfield Learning 
and Instructional Style instruments as well as faculty and 
student questionnaires generated by the researcher. 
The predominant need for this study was based on the 
lack of knowledge among community colleges in 
Massachusetts concerning the impact of community college 
faculties’ teaching styles on the retention of 
African-American students. This researcher observed over 
several years that although African-American students 
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enrolled in the community college where she is employed, 
the retention and graduation rates were less than 
acceptable. 
Summary and Conclusions 
The data generated from this study indicate that, 
consistent with the literature, selected community college 
faculty in Massachusetts do not adhere to any one 
preferred teaching style, as cited by Canfield (1988). 
The results of the Instructional Styles Inventories 
indicated, however, that a majority of the faculty 
participants did cluster around the "conceptual" 
preference of disseminating information. Of the total 
number of faculty participating in this study, sixty-nine 
percent (10) indicated the conceptual preference, being 
placed in either a "pure" or "mixed" conceptual typology. 
From a closer examination of faculty participants’ 
profiles, there was an indication that, despite the 
instructor’s preferred teaching style, faculty believed 
that learning was primarily the student’s responsibility. 
Further, a majority of the faculty in this study indicated 
their belief that teaching methods do not affect student 
learning. 
This researcher was also struck by the frequency of 
faculty indicating their preference for utilizing reading 
materials--highly organized language--as a means of 
introducing new information or reinforcing previously 
162 
introduced information. It seems unique that given 
today’s emphasis on the effectiveness of visual 
communication and collaborative learning, that reading 
would be accorded such a place of importance among the 
teaching methodologies. As will be commented upon later, 
this preference is not consistent with the preferred 
method of information processing as indicated by student 
participants on the Canfield Learning Styles instrument. 
Concern with "controlling” the classroom environment, 
and of having classes which were "highly organized" 
appeared as prominent issues among faculty participants. 
Contrary to the faculties’ desire for formality, the 
students who completed both the Canfield Learning Styles 
Inventory, 58.2 percent were clustered around the "Social" 
preference for information processing. Fifty-eight 
percent indicated this preference, being placed in either 
a "pure" or "mixed" Social typology. 
A closer investigation of the student profiles 
suggested a desire by students to have opportunities to 
interact with their peers and with their instructors. In 
addition, students indicated a preference for classroom 
strategies which utilized team work or "hands-on" 
exercises as tools for disseminating new information. 
Seventeen (89.5%) of the selected students indicated 
through their choices on the Learning Styles Inventory 
that they predicted an "average," or "above average" 
performance for themselves in learning situations--only 
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two students (10.5%) anticipated doing poorly or possibly 
failing. Data collected from the student questionnaires 
showed a strong indication from students that both "in-" 
and "out-of-class" interaction with their instructors was 
minimal, and in some cases nonexistent. 
Student reaction to classroom environment did not 
provide any conclusive evidence regarding the range from 
friendly to tense. On the question of whether instructors 
valued student opinions, students* responses were 
primarily negative. (However, not enough students 
elaborated on this question for the researcher to be able 
to make a definitive statement.) 
In spite of the differences in preferred teaching and 
learning styles, all of the student participants indicated 
that they would graduate from their respective 
institutions. 
The results of each of the assumptions are summarized 
as follows: 
Assumption #1 
Assumption 1 predicted that there would be 
a correlation between student success and the degree to 
which there is a match between teaching and learning 
styles. 
The results of this study did not support this 
assumption. The table on Student/Faculty Typology Match 
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or Mismatch (Chapter 4, p. 150) indicates that of the 
sampled students, only 2 (10.5%) had learning styles which 
matched the preferred teaching styles of their 
instructors. However, the table on Page 151, Chapter 4 
indicates a higher percentage of student success. Of the 
19 selected students, fifteen (78.9%) experienced success 
in a core course. 
Assumption #2 
Assumption 2 predicted that student expectation for 
success within the classroom would be directly related to 
the degree to which there is a correlation between 
teaching and learning styles. 
This assumption was not supported by the results. 
The results of this study did not indicate a correlation 
between student expectation for success and a match of 
student learning styles and faculty teaching styles. One 
of two students whose learning styles matched their 
instructor’s teaching styles indicated a low grade 
expectation (not passing), and the other student indicated 
an average grade expectation (passing). The study results 
indicated, however, that both of the students experienced 
classroom success by passing the core course. Of the 
remaining 17 selected students, 13 experience classroom 
success. Their learning styles did not match the teaching 
styles of their instructors. 
165 
Assumption #3 
Assumption 3 proposed that African American students 
would show a preference for peer, instructor context of 
instruction. 
This assumption was supported by the findings. 
Canfield Learning Styles Inventory results suggested that 
a majority of students participating in the study 
preferred to be involved in learning situations which 
encouraged warm and friendly interaction among students 
and between student and instructor. 
Assumption #4 
Assumption 4 stated that African American students 
would show a preference for Iconic (interpreting 
illustrations, movies, slides; and Direct Experience 
(hands-on) as a manner of obtaining information. 
The results supported this assumption. Students’ 
responses to choices on the Learning Styles Inventory 
indicated that a majority of students in the random sample 
preferred to obtain new information through visual and 
tactile experiences. 
Assumption #5 
Assumption 5 proposes that African American student 
retention would be related to the extent to which teaching 
and learning styles are compatible. 
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This study did not support the assumption. As has 
been indicated, only two of the selected students* 
preferred learning styles matched the preferred teaching 
styles of their instructors. The table on Student Status, 
page 151, indicates that 9 (47.4%) of the selected 
students (19) were retained; that is, students who are 
registered to continue at the institution. 
This concludes the analysis of the data with regard 
to the results of the above stated assumptions. 
Recommendations for Further Research 
Current research in the area of students* learning 
styles tends to focus on theoretical approaches, leaving 
unexplored and unexplained the dynamics of 
African-American student/teacher interactions and their 
impact on the learning process. Further, what African 
American students bring to the classroom; namely, their 
individual stories—and in many instances an historically 
poor experience with the educational system--tends to be 
left out of the scenario used to develop learning 
theories. Few researchers have endeavored to investigate 
how the above have affected the relationships between 
African American students and their teachers and how that 
affects the learning process. 
To provide a more comprehensive view and a better 
understanding of the learning process as it relates to 
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African American students at the community college level, 
the following suggestions for further study are made: 
1. That a study be conducted to look at 
non-cognitive indicators of academic success. 
Such variables might include: students* 
assessment of their abilities; students’ social 
relations; students’ working situations; and how 
students’ parents or significant others perceive 
education. 
2. There is a need for replication of this study 
utilizing a larger number of African American 
students enrolled in Massachusetts* community 
colleges. 
3. A future study might only include the 
investigation of the learning styles of 
African-American students. 
4. Rather than categorizing or cataloging learning 
styles by utilizing a standardized instrument, 
this writer suggests that extensive, in-depth 
interviews be conducted with African American 
students. This opportunity for students to 
"tell" their stories regarding their experiences 
in community colleges in general and in 
class-rooms in particular would be consistent 
with the literature; that is, that African 
American students tend to relate and to perform 
best when they are presented with situations. 
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5. That the preferred teaching styles of community 
college faculty be investigated separately, 
using a larger number of faculty. 
6. That follow-up studies be conducted to determine 
whether or not students actually succeeded in 
life by graduating from the institution. 
7. That teacher preparation programs could be 
revised to provide opportunities for prospective 
community college instructors to learn the tools 
of "gathering stories.” 
8. That there be a replication of this study using a 
larger sample for the purpose of studying the 
relationship between African American student 
retention and the match between teaching and 
learning styles in two-year public community 
colleges in Massachusetts. 
9. That a concerted effort be made to recruit and to 
employ more people of color as teacher on 
community college campuses in Massachusetts. 
10. As a final recommendation, that we look seriously 
at how we recruit and train teachers for position 
on community college campuses. The training 
should include a knowledge of and sensitivity to 
behaviors- which can reinforce stereotypes and 
maintain a.negative view of African American 
students. The training should also include a 
knowledge of classroom behaviors which can 
169 
discourage African American students’ 
performance. Faculty should be encouraged to 
develop and utilize a repertoire of teaching 
strategies. 
Comments 
The difficulty which the researcher experienced in 
securing an acceptable rate of return of both student and 
faculty inventories and questionnaires might indicate one 
or more of the following conclusions: 
1. The faculty unwillingness to participate is 
indicative of financially difficulty times 
on campuses which have resulted in some faculty 
being over extended. 
2. Faculty unwillingness to participate is a 
reflection of their disinterest in how African 
American students process information. 
3. Faculty and staff retrenchment as well as 
financial difficulties on community college 
campuses in Massachusetts, have resulted in low 
morale. This low morale often manifests itself 
in faculty only performing those duties or tasks 
for which they are paid. 
4. There appeared to be inconsistencies in the 
outcomes of both the Canfield Instructional and 
Learning Styles Inventories. According to 
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Canfield (1988), faculty or students who were 
placed within a certain typology should exhibit 
high scores on particular scales within the four 
major categories. The researcher found that in 
some cases, scales which should have received 
high scores did not. 
In considering the responses of students selected for 
this study, the research questions whether the format 
(style) that students chose to utilize in their responses 
is indicative of their realities in the classroom. For 
example, does a short, one-word response suggest that 
there is minimal or no dialog between that student and the 
instructor? Does it suggest that student’s comfort level 
in that particular class? And, finally, does it indicate 
that the student has given up? 
It is this opinion of the writer that based on 
fifteen years as a teacher in one community college, 
having served on numerous college committees pertaining to 
a wide range of topics, the public community colleges in 
Massachusetts are inadequate at meeting the needs of 
African-American students. 
Institutional racism, limited finances, hostile 
campus environments, lack of relevant curricula offerings, 
and inadequate academic preparation have been cited in the 
current literature as reasons why African-American 
students leave colleges (McNairy, 1988; Anderson, 1988;). 
The experiences of African-American students on 
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predominantly white community college campuses have 
resulted in students’ low self-esteem and failure to 
succeed academically. African-American students deserve 
the right to a sense of self-worth and self-esteem; they 
deserve the encouragement and support of administration, 
faculty and students. As non-minority students are able 
to identify their support i.e. non-minority faculty 
equally would provide similar observable support for 
minority students. 
The systematic negligence of the needs of African 
American students at the two year community college level 
continues to be a prominent part of the landscape. 
Instead, what is currently happening to African American 
students on college campuses is but a microcosm of the 
larger society. 
Classroom experiences of African-American students at 
the hands of insensitive and unknowledgeable faculty 
simply mirror the institution’s negative messages 
regarding the potential for African-American students. 
Students are continually required to "perform” and to 
"succeed” academically. However, equal pressure is not 
applied to the institution and/or the faculty to ensure a 
safe, caring, supportive environment where performance and 
success can be nurtured for each student. 
African-American students need role models. Public, 
two year colleges in Massachusetts from my experience have 
been seriously remiss in recruiting and hiring people of 
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color onto their campuses. The inability—and/or 
unwillingness--to hire, retain and promote people of color 
into teaching positions has been explained by saying there 
is inadequate funding. Yes, even in the years when the 
community colleges were growing and thriving. The 
commitment to providing role models for African American 
students must not be relegated to the back burner as it 
has been the case for their (students’) entire history. 
Indeed, in spite of their rhetoric to the contrary, 
institutions must realize that the education of the white 
students will be incomplete and unfair without learning 
about, from and with the African-American student. 
Because community colleges have a responsibility to 
all citizens in their surrounding communities who live in 
the area and who come to them for an education, it is 
important that strategies for participatory democracy 
which addresses the needs of all citizens—minority and 
majority-- be developed and implemented. Without 
opportunities to successfully meet degree requirements, 
many Black students will not be able to secure the kinds 
of jobs which will permit them to improve the quality of 
their lives and contribute to the economy. 
Equally important is a missed opportunity for 
community colleges to provide the kinds of skills which 
will allow Black students to have input and responsibility 
for the growth of their communities. To continue to deny 
African American students opportunities to experience true 
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success is to further exacerbate conditions which 
currently exist because of lack of education. 
Massachusetts must ask itself, Do we intend to sponsor 
another college or a true community college in keeping 
with our mission. 
APPENDICES 
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Dear President 
I am a doctoral student in the School of Education at the 
University of Massachusetts, Amherst. As you may know, 
demographic studies project that by the year 2000, the 
number of students of color attending institutions of 
higher education will be on the increase. Before this 
prediction becomes reality, educators and administrators 
must strive to develop strategies to retain these 
students. 
Current research tells us that learning is optimized when 
there is compatibility between the way students process 
information and the way instructors prefer to disseminate 
information. 
The focus for my dissertation is on teaching styles of 
full-time community college teachers who teach core 
courses, and learning styles of Black students who are 
enrolled in community colleges in Massachusetts. 
I am requesting your permission to approach faculty and 
students in your institution who might want to participate 
in this study. Faculty who teach core courses—English, 
biology, sociology, and/or history—will be asked to 
participate in this study. Each group of participants 
will fill out an instructional or learning styles 
inventory, a brief biographical questionnaire, and submit 
to a brief interview with me. 
Upon completion of this study and after data have been 
compiled and analyzed, I shall be glad to share the 
results with your institution. Every effort will be made' 
to protect the confidentiality of your institution and 
those who participate. 
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A stamped, addressed envelope has been provided for your 
convenience in replying to this request. Should you need 
to contact me for clarification on anything in this 
letter, please do not hesitate to call me at home: (413) 
734-5200. I look forward to hearing from you soon. 
Very truly yours, 
Gloria Rembert 
Enclosure 
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Dear Dean 
1 am a doctoral student in the School of Education at the 
University of Massachusetts, Amherst. As you may know, 
demographic studies project that by the year 2000, the 
number of students of color attending institutions of 
higher education will be on the increase. Before this 
prediction becomes reality, educators and administrators 
must strive to develop strategies to retain these 
students. 
Current research tells us that learning is optimized when 
there is compatibility between the way students process 
information and the way instructors prefer to disseminate 
information. 
The focus for my dissertation is on teaching styles of 
full-time community college teachers who teach core 
courses and learning styles of African American students 
who are enrolled in community colleges in Massachusetts. 
Your assistance with this study will be greatly 
appreciated. In order to be in touch with full-time 
community college faculty who teach core courses (English, 
biology, sociology, psychology, government and economics), 
I would need to secure a list of such faculty from your 
office. A letter explaining this study has already been 
forwarded to the president of your institution. Each 
faculty who volunteers to participate in this study will 
fill out an instructional styles inventory as well as a 
brief questionnaire. 
When data have been compiled and analyzed, I shall be glad 
to share the results with your office. The 
confidentiality of all participants in this study will be 
protected. 
A stamped, self-addressed envelope is enclosed for your 
reply. Should you need to contact me, please do not 
hesitate to call me at home: (413) 734-5200. I look 
forward to your reply. 
Very truly yours, 
Gloria Rembert 
Enclosure 
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Dear 
I am currently a doctoral student in the School of 
Education at the University of Massachusetts, Amherst. As 
you may know, demographic studies suggest that by the year 
2000 the makeup of students in higher education will be 
decidedly more students of color. Before this prediction 
becomes reality, educators must be prepared with 
instructional strategies which will ensure successful 
classroom experiences for students of color. 
My dissertation will focus on (1) the investigation of 
preferred methods of information dissemination (teaching 
styles) by full-time Massachusetts community college 
faculty and (2) the preferred method of information 
processing (learning styles) of full-time African American 
students enrolled in Massachusetts community colleges. 
Information gathered from this investigation might suggest 
strategies which could improve our ability to retain 
African American students. 
Your participation in this study will be greatly 
appreciated. As a selected participant, you will: 
(1) identify African American students enrolled in your 
class, (2) fill out the Canfield Instructional Styles 
Inventory (approximately 20 minutes) and (3) complete a 
brief biographical questionnaire. 
As you can see, the time you will need to devote to this 
study is minimal. You may be assured that every step will 
be taken to protect the confidentiality of you and your 
students. 
If you plan to participate in this study, please fill out 
and return the Instructional Styles Inventory, the 
questionnaire, and the consent form to me in the enclosed, 
stamped envelope by December 13. If you do not wish to 
participate, use the stamped envelope to return the 
inventory to me. Please call me at home at (413) 734-5200 
if you have questions. Thank you. 
Very truly yours, 
Gloria Rembert 
Enclosures 
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Dear 
Thank you for agreeing to participate in the study on 
teaching and learning styles. 
A reminder: as a participant in this study, you are being 
asked to (1) fill out the Canfield Instructional Styles 
Inventory (2) complete a brief questionnaire, and 
(3) identify African American students enrolled in your 
sociology course(s). Total time for completion of the 
inventory and questionnaire is approximately 35 minutes. 
Prior to this, however, you will need to read and sign the 
enclosed written consent form and return the Researcher’s 
Copy in the addressed envelope to xxxxxxxxxxxxx in Dean 
xxxxxx office. I would appreciate your returning the 
signed form by 4 p.m. Monday, March 4. 
Again, thanks for your willingness to assist with this 
study. I look forward to your input. 
Sincerely yours, 
Gloria Rembert 
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Dear Faculty Participant: 
THIS IS THE LAST PHASE OF YOUR PARTICIPATION IN THE STUDY 
ON TEACHING AND LEARNING STYLES. 
This packet contains the following: 
(1) A faculty Questionnaire which I would appreciate 
your filling out and returning to xxxxxxx in the 
enclosed envelope. 
(2) Individual packets for those African American 
students whom you identified earlier. You 
would assist me greatly in distributing them 
if you would pass them out to the students 
either at the beginning or at the end of your 
class. Packets which cannot be distributed 
because a student is absent for the week, for 
example, may be returned to xxxxxxxx. 
Again, I want to thank you for your participation in this 
study. The time and effort which you have taken to return 
material to me in a timely manner is truly appreciated. 
Sincerely yours, 
Gloria Rembert 
Enclosures 
APPENDIX: D 
FACULTY CONSENT FORM 
184 
185 
WRITTEN CONSENT FORM 
(Faculty) 
My name is Gloria Rembert and I am currently a 
doctoral student in the School of Education at the 
University of Massachusetts, Amherst. 
The focus of my dissertation in on teaching styles of 
full-time community college teachers who teach core 
courses and the learning styles of African American 
students who are currently enrolled in community colleges 
in Massachusetts. Specifically, I am investigating the 
methods teachers use to disseminate information in the 
classroom and the effect those methods have on the 
classroom success of African American students. 
1. You are asked to be a participant in this study 
which will consist of filling out an Instructional 
Styles Inventory. The inventory contains thirty 
(30) questions concerning ways in which you prefer 
to disseminate information in the classroom. Total 
time for completion of this inventory is 
approximately thirty minute. 
2. The Instructional Styles Inventory and any 
additional information you may share with me will be 
carefully guarded so as to protect your identity and 
your confidence. In analyzing and interpreting data 
from the inventory, I shall use a pseudonym to 
protect your identity. My goal is to analyze data 
from these inventories for: 
(a) the purpose of testing and verifying the 
validity of the Canfield Instructional Styles 
Inventory; and for 
(b) the purpose of gathering information about 
how full-time community college teachers 
prefer to teach (methodology). 
The scores on the inventories will be used as group 
statistics for research purposes only. Raw data 
will be secured in locked files and destroyed after 
a three-year period. 
III. Should you consent to participate in this study, you 
may withdraw from the process at any time without 
adverse consequences. 
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IV. In signing this form you are agreeing to allow me to 
utilize the information from your instructional 
styles inventory for the purposes stated above. If I 
were to want to use the materials from your inventory 
in any ways not consistent with what is stated above, 
I would contact you to get your written consent. 
V. In signing this form you are also assuring me that 
you will make no financial claims on me for the use 
• • 
of the material from your instructional styles 
inventory. 
VI. At your requst, I shall be happy to supply you with 
a copy of the results of your inventory. I may be 
reached at work at (413) 538-7000, Ext. 306, or at 
home at (413) 734-5200. 
I, _, have read the above 
(Print your name) 
statement and agree to participate in this study under the 
conditions stated above. 
_I would like a copy of my inventory results. 
_I do not wish a copy of my inventory results. 
Signature of Participant 
Date 
Signature of Researcher 
Participant’s Copy 
Researcher’s Copy 
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IDENTIFICATION OF AFRICAN AMERICAN STUDENTS 
list by name and social sacurity number those African American students 
currently enrolled in your classes. You may duplicate this form if necessary. 
Tour lame Haae of Course 
Rase of Seudent (Print) Social Sacurley Humber 
1. 
7- 
3- 
A- 
5- 
A- 
7. 
9- 
m. 
n* 
«. 
n. 
1A. 
is. 
!* 
17. 
1A 
10. 
20. 
• 
TO. 
n. 
25. 
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Dear Community College Student: 
WELCOME BACK TO SCHOOL! 
I am a doctoral student in the School of Education at the 
University of Massachusetts, Amherst. Did you know that 
by the year 2000 it is predicted that increasing numbers 
of students of color will be attending institutions of 
higher education. A percentage of these students will be 
African Americans. Before this prediction becomes 
reality, educators and administrators must find ways to 
not only recruit African Americans onto community college 
campuses, but they must strive to develop ways to retain 
them. That is, make sure that African American students 
experience success and graduate. 
My dissertation if focused on teaching styles of full-time 
community college teachers who teach core courses and 
learning styles of African American students—how African 
American students prefer to receive and process 
information. 
I need your assistance with this study. Your 
participation will be greatly appreciated. As a 
participant, you will fill out a learning styles inventory 
and a brief, open-ended questionnaire. The inventory 
takes approximately 30 minutes to complete. The time you 
will devote to this study is minimal. Every caution will 
be taken to assure your confidentiality. 
If you are willing to participate in this study, please 
read carefully and sign the enclosed consent form and 
return it to me in the stamped, addressed envelope that is 
provided. If you want to talk with me about this study, 
please call me at home (413) 734-5200. I look forward to 
hearing from you. 
Very truly yours, 
Gloria Rembert 
Enclosures 
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WRITTEN CONSENT FORM 
(Student) 
My name is Gloria Rembert and I am currently a 
doctoral student in the School of Education at the 
University of Massachusetts, Amherst. 
The focus of my dissertation is on teaching styles of 
full-time community college teachers who teach core 
courses and the learning styles of African American 
students who are currently enrolled in community colleges 
in Massachusetts. Specifically, I am investigating the 
methods teachers use to disseminate information in the 
classroom and the effect those methods have on the 
classroom success of African American students. 
I. You are asked to be a participant in this study 
which will consist of filling out a Learning Styles 
Inventory. The inventory contains thirty (30) 
questions concerning ways in which you prefer to 
learn or process information in the classroom. 
Total time for completion of this inventory is 
approximately thirty minutes. Other African 
Americans enrolled in your school will also be asked 
to participate in this study. 
II. The Learning Styles Inventory and any additional 
information you may share with me will be carefully 
guarded so as to protect your identity and your 
confidence. In analyzing and interpreting data from 
the inventory, I shall use a pseudonym to protect 
your identity. My goal is to analyze data from 
these inventories for: 
(a) the purpose of testing and verifying the 
validity of the Canfield Learning Styles 
Inventory; and 
(b) the purpose of gathering information about 
how African American students prefer to 
obtain and process information. 
The scores on the inventories will be used as group 
statistics for research purposes only. Raw data 
will be secured in locked files and destroyed after 
a three year period. 
III. Should you consent to participate in this study, you 
may withdraw from the process at any time without 
adverse consequences 
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IV. In signing this form you are agreeing to allow me to 
utilize the information from your learning styles 
inventory for the purposes stated above. If I were 
to want to use the materials from your inventory in 
any ways not consistent with what is stated above, I 
would contact you to get your written consent. 
V. In signing this form you are also assuring me that 
you will make no financial claims on me for the use 
of the material from your learning styles inventory. 
VI. At your request I shall be happy to supply you with 
a copy of the results of your inventory. I may be 
reached at work at (413) 538-7000, Ext. 306, or at 
home at (413) 734-5200. 
I, _, have read the above 
(Print your name) 
statement and agree to participate in this study under the 
conditions stated above. 
_I would like a copy of my inventory results. 
_I do not wish a copy of my inventory results. 
Signature of Participant 
Date 
Participant’s Copy 
Researcher’s Copy 
Signature of Researcher 
APPENDIX: H 
FACULTY QUESTIONNAIRE 
194 
195 
FACULTY QUESTIONNAIRE 
PART A—BIOGRAPHICAL INFORMATION 
For 
in 
the items 
the spaces 
that follow, please indicate your 
that are provided: 
responses 
1. Name 
2. Sex: Female Male 
3. Race/Ethnic Group: African American Hispanic 
White, Non-Hispanic 
Other (Specify) 
4. Age: _ 
5. Highest degree attained: Bachelor _ Masters _ 
Masters plus 
Doctorate _ 
6. Job Title __  
7. Including the current academic year, indicate 
a. total number of years teaching _ 
b. number of years at community college level _ 
8. Have you had teaching experience on (check all that 
apply) 
a. elementary level _ Number of years _ 
b. high school level _ Number of years _ 
c. four-year college _ Number of years _ 
PART B—CLASSROOM INFORMATION 
1. What is your primary teaching area? (Check one) 
a. English _ 
b. Biology/Laboratory Science _ 
c. Psychology _ 
d. Sociology _ 
e. Government _ 
f. Economics _ 
What is your average class size? (Check one) 
_10 or less _21-30 _41-100 _200 and over 
11-20 31-40 101-200 
2. 
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3. What do you believe is your learning style? Explain. 
4. What do you believe is your teaching style? 
5. Have you ever had a course on teaching styles? 
_Yes  No 
6. Have you ever had a course on learning styles? 
_Yes  No 
7. Have you ever attended a workshop on teaching or 
learning styles? _Yes _No 
If yes, which one: _teaching styles 
_learning styles 
both 
APPENDIX: I 
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STUDENT QUESTIONNAIRE 
PART A - BIOGRAPHICAL INFORMATION 
Please indcate your responses to the following in the 
spaces that are provided. 
1. Student Identification (social security) Number 
2. Sex: _Female _Male 
3. Age (check one) 18-22_ 23-27 
28-32_ 
32-40_ 
41-50_ 
Over 50_ 
4. Are you the first in your immediate family to attend 
college? _Yes _No 
5. What is your current major?  
6. Number of courses now taking. _ 
Number of credits_ 
7. Number of semesters you have attended this college 
8. Have you attended other colleges? _Yes _ No 
a. In Massachusetts _ 
b. In another state_ 
PART B—CLASSROOM INFORMATION 
Use the space provided to write in your responses to the 
following questions: 
1. Describe the environment (atmosphere) in your class. 
2. Are you comfortable making contributions to class 
discussions? Explain. 
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3. Do you think that the instructor values your opinions? 
Explain. 
4. Describe your in-class interactions with the 
instructor. 
5. Describe your out-of-class interactions with the 
instructor. 
6. Do you belive that you will graduate from this 
community college? 
_Yes _No 
NOTE: You may use the space below or the back of this 
sheet to write additional comments to the above questions 
if there is not enough space provided. 
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Table 13 
Scale Definitions Canfield Instructional Styles 
Inventory 
Scale 
I. Conditions for Learning 
Definition 
Peer 
Organization 
Feels that interaction among students 
is important for effective learning. 
Strives to maintain these relations in 
the instructional environment. 
Emphasizes logically and clearly 
organized course work as a necessary 
element of effective instruction 
Goal Setting 
Competition 
Instructor 
Detail 
Independence 
Authority 
Believes that it is important for 
students to have the opportunity to 
modify goals or procedures and make 
their own decisions on objectives. 
Thinks that giving students opportuni- 
ties to compare their performance with 
others provides an important motive 
for learning. 
Feels that warm and friendly interac¬ 
tions between instructors and students 
are important for learning. 
Emphasizes specific and detailed 
information about what is to be done, 
in what form, and at what time. 
Believes that valuable learning occurs 
when students work independently and 
have the opportunity to decide how 
they will accomplish objectives. 
Concerned with controlling the class¬ 
room and the direction in which study 
activity will occur. 
Numeric 
II. Areas of Interest 
Working with numbers and logic, 
solving mathematical problems. 
Qualitative Working with words or language. 
Inanimate Working with things—'building or 
designing! developing performance 
skills. 
People Building skills in relating to or 
understanding people. 
III. Modes of Instruction 
Lecturing Prefers instructing through lectures 
and talking. 
Readings Emphasizes reading assignments and the 
effectiveness of learning through 
reading. 
Iconic Feels that visual materials other 
than the written word are important 
to learning. 
Direct Experience Prefers an experiential approach over 
symbolic emphasis. 
A-Influence 
IV. Influence 
Feels strongly that methods affect 
learning. 
B-Influence Feels that methods affect learning. 
C-Influence Feels that methods do not affect 
learning. 
D-Influence Feels strongly that methods do not 
affect learning. 
Adapted from Canfield Instructional Styles Inventory 
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♦ Prafarrad Araa of Intaraat 
♦ ... 
a 
a 
a 
Nuaaric 56 73 xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx. 
a ... 
a 
a 
dualitativa 48 42 xxxxxxxxxxxxxxxxxxxxxxxxx . 
♦ ... 
a 
a 
Inaniaata S3 62 xxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ ... 
a 
a 
Paopla 42 22 xxxxxxxxxxxxxxxxxxx. 
♦ Prafarrad Moda of Laarning 
a ... 
a 
a 
a 
Listaning 47 39 xxxxxxxxxxxxxxxxxxxxxxxx 
♦ 
a 
a 
Raading 56 72 xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx. 
♦ ... 
a 
a 
Iconic 48 42 xxxxxxxxxxxxxxxxxxxxxxxxx . 
* ... 
a 
a 
Oiract Exparianca 48 43 xxxxxxxxxxxxxxxxxxxxxxxxx . 
a Expactation for Courso Crada 
♦ ... 
a 
a 
a 
A-axpactation 46 35 xxxxxxxxxxxxxxxxxxxxxxx 
a ... 
a 
a 
B-axpactation 34 6 xxxxxxxxxxx 
a 
a 
a 
C-axpactat ion 44 23 xxxxxxxxxxxxxxxxxxxxx a 
D-axpact at ion 73 99 
T . . • 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx a 
« 
Total Expactation 39 13 
' • • 
xxxxxxxxxxxxxxxx a 
Parcant11 a 
T-*cor* 
*■T + •* + ■*> * T * •++ • •+'•» f"* +'-F « 
1 5 10 25 50 75 90 95 99 
25 30 40 SO 60 70 75 
Vary Low Low Awaraga High Vary High 
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* Profile of Looming Stylo* Scores 
***««*o*-•**««-« ********************** 
•faf 
. Vory Low Low Average High Vory High 
7-scgre 25 30 40 50 60 70 75 
Percentile 1 5 10 25 50 75 90 95 99 
SCALE T XIo ♦ Proforrod Condition for LoArning e 
* ♦ 
Peer 57 76 xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx + 
* # e 
Organization 51 52 xxxxxxxxxxxxxxxxxxxxxxxxxxxx • ♦ 
♦ • ♦ 
6001 Sotting 46 33 xxxxxxxxxxxxxxxxxxxxxxx • ♦ 
♦ • ♦ 
CoapetIt Ion 46 36 xxxxxxxxxxxxxxxxxxxxxxx • ♦ 
♦ • ♦ 
Instructor 52 57 xxxxxxxxxxxxxxxxxxxxxxxxxxxxx • ♦ 
♦ • ♦ 
Detail 43 23 xxxxxxxxxxxxxxxxxxxx ■A. • e 
Independence 54 66 
▼ • 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx ♦ 
Authority 51 55 
▼ . 
xxxxxxxxxxxxxxxxxxxxxxxxxxxx e 
♦ Proforrod Aroo of Interest + 
♦ # ♦ 
Numeric 47 40 xxxxxxxxxxxxxxxxxxxxxxxx • e ♦ • e 
QUAIItAt 1VO 66 14 xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx ♦ 
Inaniaate 51 53 
▼ • • 
xxxxxxxxxxxxxxxxxxxxxxxxxxxx • e + 
People 40 16 
▼ 
xxxxxxxxxxxxxxxxx ♦ 
0 Proforrod Hodo of Learning 
+ 
Listening 27 1 
▼ 
xxxx • -• e 
Reading 56 72 
T » • • • 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx. ♦ 
a 
Iconic 50 51 
» • • 
xxxxxxxxxxxxxxxxxxxxxxxxxxx • e A 
Oiroct Exporionco 62 89 
» • • • 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx ♦ 
* ExpoctAtion for Course Grade ♦ 
A-expectation 46 35 
* • • 
xxxxxxxxxxxxxxxxxxxxxxx • ♦ 
B-oxpoctAt ion 49 47 
» 
xxxxxxxxxxxxxxxxxxxxxxxxxx. 
• 
• 
• + 
+ 
C-oxpoctAt ion 58 80 xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx e 
D-oxpoctAt ion 46 34 
▼ , , 
xxxxxxxxxxxxxxxxxxxxxxx 
* 
• 
♦ 
TotAl Expectation 48 41 xxxxxxxxxxxxxxxxxxxxxxxxx . ♦ • 
* 
♦ 
Porcontilo 1 510 2S 50 75 90 95 99 
T-score 25 30 40 50 60 70 75 
Vory Low Low Average High Vory High 
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• Profil* of Lotrning Stylos Scorts * 
-43F 
T-scoro 
Porcontl lo 
Vary Low Low Avaraga High 
25 30 40 SO 60 
1 5 10 25 50 75 90 95 
Vary 
70 
High 
75 
99 
SCALE T Xlo ♦ Prafarrad Condition for Laarnlng a 
Poor 43 25 
• • • 
xxxxxxxxxxxxxxxxxxxx 
♦ ♦ 
Organization 57 75 
• • • 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ ♦ 
Coal Sotting 57 77 
* • • • 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
4#» 
♦ 
♦ 
CoapotIt ion 43 24 
* • • • 
xxxxxxxxxxxxxxxxxxxx 
A 
▼ 
a 
Instructor 52 57 xxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ 
a 
♦ ... a 
Oatall 43 43 xxxxxxxxxxxxxxxxxxxxxxxxx . a 
Indopondonco 44 26 
• • • 
xxxxxxxxxxxxxxxxxxxxx 
A 
a 
a 
Authority 56 74 
* • 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx. 
a 
a 
a Prafarrad Araa of Intaraat a 
a ... a 
Nuaorlc 51 55 xxxxxxxxxxxxxxxxxxxxxxxxxxxx a 
QualItatlva 66 94 
^ • • • 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
▼ 
a 
Inaniaata 35 7 
^ ... 
xxxxxxxxxxxx 
a 
a 
Paopla 49 45 
' . • • 
xxxxxxxxxxxxxxxxxxxxxxxxxx. a 
a Prafarrad iloda of Laarnlng a 
♦ . a 
Llstanlng 50 49 xxxxxxxxxxxxxxxxxxxxxxxxxxx a 
a ... a 
Hooding 52 59 xxxxxxxxxxxxxxxxxxxxxxxxxxxxx a 
Iconic 34 6 
“ ... 
xxxxxxxxxxx 
▼ 
a 
Olract Exporionco 65 93 
* ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
▼ 
a 
a Expactation for Coursa Crada a 
♦ ... a 
A-oxpoctat Ion 58 79 xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx a 
B-axpactat Ion 61 87 
T ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx a 
a ... a 
C-axpactatIon 40 15 xxxxxxxxxxxxxxxxx a 
+ 
D-axpactation 33 1 T 
T . • • 
xxxxxxxxxxxxxxx 
-a. 
a 
Total Expactation 57 76 xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx a 
Parcantil* i 
T-scopo 25 30 
V*py 
5 1 0 
00 
Lou 
25 SO 75 90 95 99 
50 SO 70 75 
Aworsg* High vary High 
227 
* Profile of Learning Stylos Scores « 
T-scors 
PercentiIs 
SCALE T Xle 
Pssr 54 66 
Organization 59 82 
Goal Setting 42 22 
Competition 44 29 
Instructor 57 76 
Detail 61 86 
Independence 36 8 
i 
Authority 46 35 
Numeric 59 31 
Qualltatlve 54 66 
Inanimate 37 1 0 
People 51 55 
Listening SI 55 
Reading 52 57 
Iconic 44 26 
Direct Experience 53 61 
A-expectat ion 56 71 
B-sxpectat ion 66 95 
C-expectat ion 40 16 
D-expectation 37 1 0 
Total Expectation S9 31 
Percsnt11# 
T-scor* 
Very Low 
2S 30 
Low 
40 
5 10 25 
Average High 
50 60 
50 7S 90 95 
Vsry High 
70 75 
99 
♦ Prsfsrrsd Condition for Learning ♦ 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx . ♦ 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
* 
xxxxxxxxxxxxxxxxxxx. ♦ 
xxxxxxxxxxxxxxxxxxxxx 
+ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
* ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
* ... 
xxxxxxxxxxxxx ♦ ... 
xxxxxxxxxxxxxxxxxxxxxxx 
♦ Prsfsrrsd Arsa of Intsrsst 
* ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx ♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx ♦ ... 
xxxxxxxxxxxxxx ♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxx 
* Prsfsrrsd Hods of Learning ♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxx ♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
... 
xxxxxxxxxxxxxxxxxxxxx ♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ Expectation for Courss Grads ♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx. ♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx ♦ ... 
xxxxxxxxxxxxxxxxx 
... 
xxxxxxxxxxxxxx ♦ . * 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ ♦ ♦ ♦ 
♦ 
e ♦ 
♦ 
e ♦ 
e 
e 
e 
+ 
♦ ♦ 
♦ 
+ 
♦ 
■¥ 
♦ + + + •+ -r •¥ ■¥■¥ ♦ t 
1 S 13 2S SO 
25 30 40 SO 
vary LOW Low Average 
75 90 95 99 
60 70 75 
High Vsry Hign 
228 
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• Profile of Laarning Stylaa Scorts * 
T-*cor# 
Parcant11* 
Vary Low 
25 30 
1 
Low 
40 
5 10 25 
Average 
50 
50 
High Vary High 
60 70 75 
75 90 95 99 
SCALE T Xla 
Paar 51 55 
Organization 68 96 
Coal Sattlng 39 14 
Coapatit ion 50 50 
Instructor 52 57 
Oatall 54 64 
Xndapandanca 49 47 
Authority 46 35 
Nuaarlc 65 93 
Qualitativa 46 33 
Znaniaata 32 4 
Paopla 51 54 
Listanlng 52 53 
Raadlng 63 96 
Iconic 34 6 
Olract Exparianca 46 36 
A-axpactat ion 46 35 
B-axpactat ion 54 66 
C-axpactation 56 72 
D-axpactat ion 46 34 
Total Expactation 48 41 
Parcantila 
T-*cora 
♦ Prafarrad Condition for Laarning ♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx ♦ ... 
xxxxxxxxxxxxxxxx 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxx. 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxx 
* Prafarrad Araa of Intarast 
* ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
4 ... 
xxxxxxxxxxxxxxxxxxxxxxx 
... 
xxxxxxxxx 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxx 
+ Prafarrad Mcda of Laarning 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx ♦ ... 
xxxxxxxxxxx 
♦ 
xxxxxxxxxxxxxxxxxxxxxxx 
* Expactation for Coursa Crada ♦ ... 
xxxxxxxxxxxxxxxxxxxxxxx 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx. 
+ 
xxxxxxxxxxxxxxxxxxxxxxx 
■*> ... 
xxxxxxxxxxxxxxxxxxxxxxxxx . 
♦ 
♦ 
* 
* 
* 
* ♦ 
■¥ 
* 
♦ 
♦ 
+ 
*■ ♦ 
♦ 
■¥ 
4> 
1 
25 30 
vary Law 
5 10 
40 
LOW 
50 75 90 95 99 
SO 60 70 75 
Ayarpga High Vary High 
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* Profil* of Learning Stylos Scorts * 
T-scor* 
V*ry Low 
SS 30 
Low 
40 
Av*rag* 
SO 
High 
60 
Vary High 
70 75 
P*rc*nti1* 1 5 10 25 50 75 90 95 99 
SCALE T %la ♦ Prafarrad Condition for Laarnlng ♦ 
Poor 51 55 
• • • 
xxxxxxxxxxxxxxxxxxxxxxxxxxxx 
▼ 
a 
Organization 57 75 
* • • 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
A 
a 
a 
Coal Satting 39 14 
v • • • 
xxxxxxxxxxxxxxxx 
▼ 
a 
Coapatit ion 53 63 
* • 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
A 
a 
a 
Instruct or 44 28 
* • 
xxxxxxxxxxxxxxxxxxxxx a 
♦ ... a 
Oatal1 73 99 xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx a 
4* ... a • 
Xndapandanca 46 36 xxxxxxxxxxxxxxxxxxxxxxx 
■A. 
a 
-A, 
Authority 40 17 
" t » 
xxxxxxxxxxxxxxxxx a 
♦ Prafarrad Araa of Intarast a 
4- ... a 
puaaric 51 55 xxxxxxxxxxxxxxxxxxxxxxxxxxxx a 
♦ ... a 
Oualltatlva 60 83 xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx a 
4” ... a 
Xnaniaat* 35 7 xxxxxxxxxxxx a 
paopla 40 16 
♦ ... 
xxxxxxxxxxxxxxxxx 
a 
a 
4> Prafarrad Moda of Learning a 
Li staning 
4» ... a 
56 74 xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx. a 
* ... a 
Raadlng 54 66 xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx . a 
a ... a 
Iconic 37 9 xxxxxxxxxxxxxx a 
■A. 
Oiract Exparianca 52 59 
▼ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
▼ 
a 
a Expactation for Coursa Grad* a 
* ... a 
4-axpactat ion 62 38 xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx a 
B-axpactation 
♦ ... a 
54 66 xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx a 
d-axpact at ion 34 6 
▼ . . • 
xxxxxxxxxxx 
▼ 
a 
D-axpactat ion 46 34 xxxxxxxxxxxxxxxxxxxxxxx a 
«v 
•fetal Expactation 57 76 
T . « • 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx a 
a 
P*rc*ntil» ? 
T-scor* 25 30 
V*ry Low 
S 1 0 25 
40 
LOW 
50 75 90 95 99 
50 60 70 75 
Av«r*f* High V*ry High 
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* Profila of Learning Stylos Scoras * /5<J^\ 
Vary Low Low Avaraga High Vsry High 
T-scora 
Pareanti!• 
25 30 40 50 60 70 
1 5 10 25 50 75 70 75 
75 
77 
SCALE T Zla ♦ Prafarrad Condition for Laarning 
♦ ... 
a 
♦ 
Paar 57 76 xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ ... 
a 
a 
Organization 57 82 xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ ... 
a 
a 
Coal Satting 37 13 xxxxxxxxxxxxxxxx 
♦ ... 
a 
a 
Cospat it ion 44 27 xxxxxxxxxxxxxxxxxxxxx 
* ... 
a 
a 
Instructor 44 26 xxxxxxxxxxxxxxxxxxxxx 
♦ ... 
a 
a 
Datai1 38 12 xxxxxxxxxxxxxxx 
a ... 
a 
a 
Zndapandanca 50 50 xxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ ... 
a 
a 
Authority 63 76 xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
a Prafarrad Araa of Zntarast 
♦ ... 
a 
a 
a 
Nuaarlc 48 41 xxxxxxxxxxxxxxxxxxxxxxxxx . 
a ... 
a 
a 
Qualitativa 54 66 xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ ... 
a 
a 
Znanlsata 62 87 xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
a ... - 
a 
a 
Paopla - 37 1 0 xxxxxxxxxxxxxx 
a Prafarrad noda of Laarning- ♦ • 
a 
a 
+ 
Llstaning 46 36 
• 
xxxxxxxxxxxxxxxxxxxxxxx ♦ 
Raadlng 47 40 
• • • 
xxxxxxxxxxxxxxxxxxxxxxxx ♦ 
Zeonie 42 21 
• • • 
xxxxxxxxxxxxxxxxxxx. ♦ 
Dtract Exparianca 6? 77 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
a Expactation for Coursa Crada 
a 
a 
A-axpactation 66 74 
™ • 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx V 
+ 
B-axpactation 48 43 xxxxxxxxxxxxxxxxxxxxxxxxx . ♦ 
4> 
C-axpactation 36 3 xxxxxxxxxxxxx ♦ ♦ 
D-axpactat ion 45 30 xxxxxxxxxxxxxxxxxxxxxx ♦ 
Total Expactation 52 •S3 XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX 
♦ 
♦ 
♦ 
Pageantila 1 5 * 0 25 50 75 70 95 77 
T-scar# 25 30 40 50 50 TO 75 
V»fy low LOW A*«r4ge H*?* vary High 
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* Profile of Learning Stylo* Scorts * 
T-score 
Percenti!• 
Very Low 
25 30 
1 
Low 
40 
5 10 25 
Average High Very High 
50 60 70 75 
SO 75 90 95 99 
SCALE T Xle 
Peer 29 2 
Organization 40 17 
Goal Setting 54 67 
Coapetit ion 73 99 
Instructor 29 2 
Oetai1 58 79 
Independence 47 39 
Authority 69 97 
Nuaerlc 44 28 
Quailtatlve 62 89 
Xnanlaate 37 1 0 
People 61 87 
Listening 66 94 
Reading 49 48 
Iconic 51 52 
Direct Experience 35 7 
A-expectation 39 14 
B-expectation 48 43 
C-expectat ion 54 64 
D-expectation 57 75 
Total Expectation 40 16 
Percentiie 
♦ . Preferred Condition for Learning ♦ 
♦ ... ♦ 
xxxxxx ♦ 
♦ ... ♦ 
XXXXXXXXXXXXXXXXX  ♦ 
♦ ... * 
XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX ♦ 
♦ ... ♦ 
XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX ♦ 
♦ ... ♦ 
XXXXXX ... ♦ 
♦ ... ♦ 
XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX ♦ 
♦ ... ♦ 
XXXXXXXXXXXXXXXXXXXXXXXX ♦ 
♦ ... ♦ 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx ♦ 
♦ Preferred Area of Interest ♦ 
xxxxxxxxxxxxxxxxxxxxx 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ ... 
xxxxxxxxxxxxxx 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ Preferred node of Learning 
♦ ... * 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ 
xxxxxxxxxxxxxxxxxxxxxxxxxx. 
♦ 
xxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ 
xxxxxxxxxxxx 
♦ Expectation for Course Grade 
♦ 
xxxxxxxxxxxxxxxx 
♦ 
xxxxxxxxxxxxxxxxxxxxxxxxx . 
♦ 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
+ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
e ... 
XXXXXXXXXXXXXXXXX 
♦ ... 
♦ 
e 
<*> 
e 
e 
e 
♦ 
♦ ♦ ♦ 
♦ ♦ 
♦ 
•* 
♦ 
♦ 
+• 
<♦> 
♦ 
* ♦ 
♦ 
♦ 
T-score 
! 
as lo 
Very Lou 
5 10 25 
40 
LOW 
50 75 90 95 99 
50 60 70 75 
Average High Very High 
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• Profil# of Learning stylo* Scortt • MF 
T-*c©ro 
Porcont il# 
% 
SCALE T Xlo 
Poo^r 65 S3 
Organ*xation 41 IS 
Goo: Sotting 42 SS 
t»M-ot it ion SO 50 
Instructor 54 66 
Cotoil 46 33 
: nooponcorco 57 TS 
Authority 44 26 
■oooric 4S 48 
9+4 2ltotlvo 35 13 
iTiAhlMtO T1 98 
*0-00 lo 44 29 
Li storing 27 1 
Vooeing 54 66 
Iconic 56 72 
Siract Exporio-nc# SS 82 
*-oiooctotion 46 35 
5-oxpoctot ion 34 6 
C-oxpoctotion 65 93 
&-*ip*ctotion 51 55 
Total Expoctotion 43 24 
P*rc*nt X1* 
T-*co«** 
Vory Low Low 
£5 30 40 
1 5 10 tS 
Avorog# High Vory High 
SO 60 70 75 
50 7S SO S3 SS 
♦ Proforrod Condition for Looming ♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ ... 
xxxxxxxxxxxxxxxxxx . 
♦ ... 
xxxxxxxxxxxxxxxxxxx. 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxx 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ ... 
xxxxxxxxxxxxxxxxxxxxx 
♦ Proforrod Aroo of Intoroot 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxx. 
♦ ... 
xxxxxxxxxxxxxxxx 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ . 
xxxxxxxxxxxxxxxxxxxxx 
♦ Proforrod Hod# of Looming .• ♦ ... 
xxxx * ... 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx. 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
4 Expoctotion for Couroo Grodo 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxx 
♦ ... 
xxxxxxxxxxx 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxx 
xxxxxxxxxxxxxxxxxxxx 
♦ 
4 -*4 ♦4-* * *-*4-* ■*'*-*4'* 4+4 ■ 
1 S 10 25 50 
25 30 40 50 
v#ry Low Low 
♦ ♦ 
♦ 
4 
4 
4 
4 
4 
4 
4 
4 
4 
4 
4 
4 
4 
4 
4 
4 
75 90 95 99 
60 70 75 
High Vory High 
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* Profile of Learning Stylos Scorts * ^ JQF* 
SCALE 
Peer 
Organization 
Coal Sotting 
Coapotit ion 
Instructor 
Ootal1 
Independence 
Authority 
Nuaeric 
dualitativo 
Inaniaato 
Pooplo 
Listoning 
Reading 
Iconic 
T-score 
Percentilo 
o 
T Zle 
49 45 
73 99 
46 33 
43 24 
57 75 
60 83 
40 17 
44 26 
71 98 
54 67 
33 12 
32 4 
52 53 
63 91 
Very Low 
25 30 
1 
Low 
40 
5 10 25 
Average High Very High 
50 60 70 75 
SO 75 90 95 99 
27 
* Preferred Condition for Learning 
♦ ... 
XXXXXXXXXXXXXXXXXXXXXXXXXX. 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxx 
* ... 
xxxxxxxxxxxxxxxxxxxx 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ ... 
xxxxxxxxxxxxxxxxx 
♦ ... 
xxxxxxxxxxxxxxxxxxxxx 
♦ Preferred Area of Interest ♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
o ... 
xxxxxxxxxxxxxxx 
♦ ... 
xxxxxxxxx 
♦ Preferred Mode of Learning 
«■ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
+ . 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
1 xxxx 
Direct Experience 52 59 
A-expectation 53 62 
8-expectation 44 29 
C-expectat ion 56 72 
D-expectat ion 46 34 
Total Expectation 50 50 
Percent lie 
T-score 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
* Expectation for Course Grade 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦' ... 
xxxxxxxxxxxxxxxxxxxxx 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx. 
e ... 
xxxxxxxxxxxxxxxxxxxxxxx 
•* ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ ... 
♦ 
♦ ♦ 
e 
♦ 
e ♦ 
e ♦ 
e 
e 
■¥ 
•f 
♦ 
♦ 
25 30 
very (.ew 
5 10 25 
40 
Low 
50 
50 
Average 
75 90 95 
60 
Htgn 
99 
70 75 
Very Mign 
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• Profile of Learning Styles Scores * /!^ 
Very Low Low Average High Very High 
T-score 25 30 40 50 60 70 75 
Percent lie 1 5 10 25 50 75 90 95 99 
SCALE T Xle ♦ Preferred Condition for Learning 4 
Peer 66 94 xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
▼ 
♦ 
♦ 4 
Organization 44 26 xxxxxxxxxxxxxxxxxxxxx ♦ 
♦ 4 
Coal Setting 34 67 xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 4 
♦ 4 
Coapetit ion 44 29 xxxxxxxxxxxxxxxxxxxxx 4 
Instructor 34 67 xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
▼ 
♦ 
♦ 4 
Detail 55 70 xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx . 4 
♦ « 4 
Independence 4E 20 xxxxxxxxxxxxxxxxxxx. 4 
♦ ♦ 
Authority 49 46 xxxxxxxxxxxxxxxxxxxxxxxxxx. ♦ 
♦ Preferred Area of Int #r«st 4 
4 
Nuaeric 51 54 xxxxxxxxxxxxxxxxxxxxxxxxxxxx ♦ 
♦ 4 
Qualitatlve 44 28 xxxxxxxxxxxxxxxxxxxxx 4 
♦ ♦ 
Inanimate 48 42 xxxxxxxxxxxxxxxxxxxxxxxxx . 4 
♦ 4 
People 56 72 xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx. 4• 
♦ Preferred Mode of Learning 4 
* ' 4 
Listening 38 12 xxxxxxxxxxxxxxx 4 
* ♦ 
Reading 49 48 xxxxxxxxxxxxxxxxxxxxxxxxxx. 4 
4 4 
Iconic 53 62 xxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 4 
♦ 4 
Direct Experience 57 77 xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 4 
♦ Expectation for Course Grade 4 
♦ 4 
A-expectat ion 52 57 xxxxxxxxxxxxxxxxxxxxxxxxxxxxx 4 
♦ 4 
B-expectat ion 48 43 xxxxxxxxxxxxxxxxxxxxxxxxx . 4 
C-expectation 51 55 
T 
xxxxxxxxxxxxxxxxxxxxxxxxxxxx 4 
4 4 
D-expectation 47 33 xxxxxxxxxxxxxxxxxxxxxxxx 4 
+ 
Total Expectation 52 56 
▼ 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ 
4 
4 
Percenti1e 1 510 25 50 75 90 95 99 
T-score 2S 30 40 50 60 70 75 
Very Low Low Average High very High 
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T-score 
‘Percent 11* 
SCALE T Xle 
Poor 68 96 
Organization 32 4 
Goal Sotting 54 67 
Coapotit ion 43 24 
Instructor 66 95 
Ootall 34 5 
Zndopondonco 65 93 
Authority 34 5 
Nuaeric 34 6 
Qualitative 52 58 
inaniaato 51 53 
People 62 39 
Listening 50 49 
Reading 34 5 
Iconic 58 80 
Direct Experience 54 66 
A-expectat ion 27 1 
B-expectat ion 27 1 
C-expectation 65 93 
D-expectation 73 99 
Total Expectation 27 1 
P*rc #nt i 1 o 
1 
-sc OP* 
Very Low 
25 30 
1 
Low 
40 
5 10 25 
Average High 
50 60 
50 75 90 95 
Very High 
70 75 
99 
♦ Preferred Condition for Learning 
* ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ ... 
xxxxxxxxx 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ ... 
xxxxxxxxxxxxxxxxxxxx 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
* ... 
xxxxxxxxxxx 
* ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
* ... 
xxxxxxxxxxx 
♦ Preferred Area of Interest ♦ ... 
xxxxxxxxxxx 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ Preferred Hods of Learning 
* ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxx 
+ ... 
xxxxxxxxxxx 
•*" ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
+ Expectation for Course Grad* 
♦ ... 
xxxx 
♦ 
4 
4 
♦ 
♦ 
♦ 
4 
4 
4 
♦ 
4 
♦ 
♦ 
♦ 
4 
4 
4 
♦ 
4 
4 
4 
xxxx ... ♦ 
+ ... 4 
XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX 4 
4 ... + 
XXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXXX 4 
4 .... 4 
XXXX ... 4 
1 
Very Lov/ 
10 25 50 75 90 95 99 
40 50 60 70 75 
Low Average Hign vory High 
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* Profll# of Looming Stylo* Scoro* * &I2F 
T-score 
Porcont1lo 
Vory Low 
£5 30 
1 
Low 
40 
5 10 £5 
Avoroge High 
50 60 
50 75 90 95 
Very High 
70 75 
99 
SCALE T Xle 
Peer 54 66 
Organization 35 7 
Coal Setting 48 44 
Coapetit ion 6£ 88 
Instructor 46 36 
Detail 48 43 
Independence 60 83 
Authority 46 35 
Nuaerlc 49 48 
Qualltatlve 46 33 
Xnanlaate 55 70 
People 51 54 
Listening 45 30 
Reading 34 5 
Iconic 68 96 
Direct Experience 5£ 59 
A-expectation 64 92 
B-expectation 34 6 
C-expectation 50 50 
D-expectation 46 34 
Total Expectation 57 76 
Preferred Condition for Looming 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx ♦ ... 
xxxxxxxxxxxx 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxx . 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx ♦ ... 
xxxxxxxxxxxxxxxxxxxxxxx ♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxx . 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx ♦ ... 
xxxxxxxxxxxxxxxxxxxxxxx 
♦ Proforrod Are* of Interest ♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxx. 
+ ... 
xxxxxxxxxxxxxxxxxxxxxxx ♦ ... 
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Vory Low Low Average High Vory High 
T-scoro 25 30 40 50 60 70 75 
Percentile 1 5 10 25 50 75 90 95 99 
SCALE T XIo ♦ Preferred Condition for Learning 4 
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Coal Sotting 51 55 
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7-scoro 
percent 11# 
SCALE T ZlO 
Poor 43 25 
Organization 68 96 
Coal Sotting 54 67 
Coapotit ion 43 24 
Instructor 39 14 
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Llstonlng 39 14 
Reading 34 5 
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Total Expectation 57 76 
Percenti1# 
T-score 
Very Low 
25 30 
1 
Low 
40 
5 10 25 
Average High 
50 60 
50 75 90 95 
Very High 
70 75 
99 
Preferred Condition for Looming 
xxxxxxxxxxxxxxxxxxxx 
e 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx ♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx ♦ ... 
xxxxxxxxxxxxxxxxxxxx ♦ ... 
xxxxxxxxxxxxxxxx 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx ♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxx. 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxx. 
♦ Proforrod Area of Intorost ♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx ♦ ... 
xxxxxxxxxxxxxxxxxx . 
♦ ... 
xxxxxxxxx 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx. 
♦ Proforrod Hodo of Loarning 
e 
xxxxxxxxxxxxxxxx 
xxxxxxxxxxx ♦ 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx. 
♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ Expectation for Courso Crado ♦ ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ 
xxxxxxxxxxxxxxxxxxxxxx ♦ 
xxxxxxxxxxx 
xxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx ♦ 
■¥ 
♦ ♦ 
♦ 
♦ 
+ 
♦ 
♦ 
4> 
♦ 
♦ 
♦ 
+ 
e 
+ 
♦ 
♦ 
♦ 
♦ 
♦ 
♦ 
♦ 
* 
1 S 10 25 
25 30 40 
vary Low Low 
50 75 90 95 99 
SO 60 70 75 
Average High vory High 
239 
• Profile of L««rnlng Stylo* Scorti * /£ N\ 
T-scor* 
Percent11# 
• 
Very Low Low Average High 
25 30 40 SO 60 
1 5 10 25 50 75 90 95 
Very 
70 
High 
75 
99 
SCALE T XI* ♦ Preferred Condition for Learning ♦ 
Peer 48 44 xxxxxxxxxxxxxxxxxxxxxxxxx . 
♦ ♦ 
Organization 53 60 
• • • 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
A 
♦ 
♦ 
Coal Sotting 48 44 
T ... 
xxxxxxxxxxxxxxxxxxxxxxxxx . 
♦ ♦ 
Coapetit ion 51 54 
™ • 
xxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ ♦ 
instructor 34 5 
™ • • 
xxxxxxxxxxx 
A 
▼ 
♦ 
■A. 
Ootail 47 37 
T ... 
xxxxxxxxxxxxxxxxxxxxxxxx 
♦ ... 
e 
* 
moopondonco 4E 20 xxxxxxxxxxxxxxxxxxx. 
♦ ... 
+ 
♦ 
Authority 73 99 xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx ♦ ♦ Preferred Area of Interest * 
♦ ... * 
Nuaerlc 51 54 xxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ ... 
* 
* 
Qua!itativo 47 38 xxxxxxxxxxxxxxxxxxxxxxxx 
♦ ... 
♦ ♦ 
Inaniaat* 62 89 xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx ♦ ... 
♦ 
* 
Pooplo 42 22 xxxxxxxxxxxxxxxxxxx. 
♦ Preferred node of Learning 
♦ .... 
♦ 
♦ 
♦ 
Listening 56 73 xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx. 
♦ ... 
♦ 
♦ 
Reading 47 40 xxxxxxxxxxxxxxxxxxxxxxxx 
♦ ... 
♦ 
* 
Iconic 58 80 xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ ... 
♦ 
♦ 
Direct Experience 41 18 xxxxxxxxxxxxxxxxxx . 
♦ Expectation for Course Grad* 
♦ ... 
♦ 
e 
♦ 
A-expectation 52 57 xxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
♦ ... 
♦ 
* 
B-expectation 61 86 xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 4> 
4> 
C-expectat ion 49 45 
' • • • 
xxxxxxxxxxxxxxxxxxxxxxxxxx. ♦ 
D-expectat ion 37 1 0 
▼ ... 
xxxxxxxxxxxxxx 
-A~ 
♦ 
4> 
Total Expectation 54 65 
T ... 
xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx ♦ 
Percenti1* 1 S 1 0 2S SO 7S 90 95 99 
T-scor* 25 30 40 SO 60 70 7S 
Very Lew LOW Avorag* High Very High 
240 
************m**m*m*mm*Bmmm 
* Prof 11* of Learning Styles Scores * £‘/*7 f~ 
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Reading 
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Percent!le 
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T-scoro 
Porcont1lo 
SCALE T Xlo 
Poor 57 76 
Organlzation 53 60 
Goal Sotting 31 3 
Coapotit ion 57 76 
Instructor 54 67 
Ootall 47 37 
Xndopondonco 27 1 
Authority 69 97 
Nuaorlc 51 54 
Qualltativo 71 98 
Inaniaato 43 24 
Pooplo 37 10 
Listoning 58 80 
Roadlng 49 48 
Iconic 53 62 
Oiroct Exporionco 41 18 
A-oxpoctation 58 79 
B-oxpoctation 61 86 
C-oxpoctation 40 16 
D-oxpoctation 37 1 0 
Total Expoctation 59 31 
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SCALE 
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Reading 
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Percent lie 
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